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1.    Introduction
1.1    Background: the situation in West Sussex and the purpose of this literature review
The inspection of West Sussex Local Education Authority by OFSTED and the Audit Commission in June 2001 recommended, 'in order to ensure the organisation of schooling supports schools' efforts to raise standards', that the authority should 'review the different ages of admission and school transfer and make plans in the long term to develop a consistent system'. The authority has already begun a process of consultation in the Crawley area. The area of Midhurst, Petworth and Storrington is relatively sparsely populated and, being an area of outstanding natural beauty, is unlikely to see large school population growth in the future. West Sussex currently has a policy of support for small schools in rural areas. There are 23 first schools, three intermediate schools and two secondary schools in the area under consideration. The three-tier system is relatively unusual, with transfer during key stage 2 at age ten.
In order for the LEA to address the inspection report recommendations and as part of a public consultation process on possible school reorganisation in this area, the National Foundation for Educational Research (NFER) was commissioned to conduct a small-scale, independent literature review in order to inform the debate. The purpose of this review is to provide an overview of reorganisation work undertaken by other local education authorities (LEAs) in recent years, and of a selection of research study perspectives on issues surrounding pupil transfer between schools. West Sussex LEA was particularly interested in evidence which may inform the following issues:
•
the impact of three-tier systems of education on standards of achievement
•
the impact upon pupils of transfer between schools
•
the effects of transfer upon teacher workload
•
the effects of three-tier systems of education upon teacher recruitment
•
the effects of school reorganisation in general
•
the most successful forms of educational provision in sparsely populated rural

areas.
We were asked that the report provide information for teachers, headteachers, governors, parents and elected members potentially affected by reorganisation: openly available as part of the consultation process. The report presents a selection of different types of publicly available evidence from practical experience and research over the past decade. It does not make recommendations about whether to reorganise or not to reorganise schools in this area of West Sussex, but raises questions from these different sources of evidence, which are intended to inform the consultation process.

1.2    Background: National requirements upon local authorities
Over the past decade the responsibilities of local authorities have focused upon their promotion of higher standards of achievement and target setting based upon National Curriculum test results). The School Standard and Framework Act (GB. Statutes, 1998), highlighted education authorities' responsibilities for school improvement. Arising from the Act, The Code of Practice on LEA-School relations (DfEE, 2001) outlined the Government's expectations regarding local authorities' contact with schools. A key concept was the shift in responsibility for raising standards of achievement from LEAs to schools themselves, giving LEA staff the statutory responsibility to challenge schools to improve and to support those which need help (Ainscow et al, 2000). Another key concept was that of inverse proportionality, whereby local authorities were to provide differentiated levels of intervention, challenge and support to those schools most in need. Each LEA's Education Development Plan should provide 'a clear strategic statement' about the identification and categorisation of schools causing concern, with 'graduated levels of support' to be offered according to different levels of need (OFSTED and Audit Commission, 2000).
These responsibilities were reinforced in October 2000 by the DfEE policy paper, The Role of the Local Education Authority in School Education (DfEE, 2000), which also defined the responsibilities of local authorities towards 'a number of essential functions which cannot and should not be discharged by individual schools'.
Meanwhile, the requirement upon local authorities to promote best value in services was emphasised in preparation for comprehensive performance assessment: a key strand in delivering the local government improvements outlined in the White Paper, Strong Local Leadership - Quality Public Services (DTLR, 2001). This initiative brought together a range of existing audit, inspection and assessments of local government services, including school improvement work. Within this context, LEAs' responsibilities for education planning and provision of places were reinforced through Asset Management Plans and the partnership approaches of School Organisation Plans.
During this time, there continued to be national shortages of teachers and headteachers (Morton, 2002). The OFSTED report, Recruitment and Retention of Teachers and Headteachers: Strategies Adopted by LEAs (OFSTED and Audit Commission, 2002), focused on the issues facing schools and the effectiveness of LEAs' strategies to support schools locally. It also highlighted the acceleration of the teacher and headteacher recruitment problems nationally; the long-term prognosis for teacher shortages. It concluded that national teacher shortages were putting school improvement initiatives at risk. Meanwhile, there are no higher education institutions with courses specifically aimed at middle school teaching.
2.    Learning from the experience of other local authorities
This section of the report examines some reasons for school reorganisation, which have occurred in other English local education authorities. The information comes from documents collected by EMIE (The Education Management Information Exchange) and concentrates upon school reorganisations of three-tier systems, including middle schools deemed primary and those deemed secondary. Documents relating to 16 LEAs were examined.
Since 1990, the number of LEAs operating middle schools has steadily declined, hi 1995, around 30 LEAs were operating three-tier systems either across the authority as a whole or in certain areas. Since then, around three-quarters have consulted on possible reorganisation, with the majority deciding that it was necessary to reorganise. Currently, around 95% of pupils in England are educated within a two-tier system, with the break between primary and secondary schooling occurring at 11+. No authorities are currently considering reorganising to a three-tier system. However, there is a small number of authorities, such as Northumberland and Suffolk, which appear likely to retain a three-tier system, at least for the immediate future. The following overview charts the changing emphases of local authorities during the last decade: from a need to deal with surplus places and poor building stock to those more focused on the best use of available resources to support school improvement.
2.1      What has been the impetus for school reorganisation?
2.1.1   Removal of surplus places
One of the main reasons for reorganisation to a two-tier system is that approximately ten years ago there emerged the need for local authorities to remove large numbers of surplus school places because of falling numbers of school aged children. Some authorities were spending substantial sums on supporting surplus places; money that could be invested elsewhere in the school system. Towards the end of the 1980s and into the 1990s, LEAs were under extreme pressure from the government to remove surplus places. Failure to do so would result in financial penalties.
LEAs which reorganised from three-tier to two-tier systems during this period have incorporated the removal of a substantial number of surplus places in their reorganisation plans. For example, one aim of Warwickshire LEA's reorganisation plans in the mid-1990s was to remove 30 per cent of its surplus places. At that time, Warwickshire was spending around £4 million a year on supporting surplus places: one-fifth of its total number of available school places. Overall, LEAs made it explicit in their plans that the financial savings made from the removal of surplus places would be invested elsewhere in the school system.
2.1.2     The state of school buildings
At the time of the introduction of the National Curriculum from the beginning of the 1990s, there was considerable variation across authorities in the quality of school buildings. Reorganisation was seen by some as an opportunity to remove sub​standard accommodation, to improve existing school buildings, and to build new schools where necessary. The proposed expenditure on building programmes for reorganisation in a few authorities was substantial: for example, over £170 million in the case of Bradford. Some LEAs anticipated recouping some costs through the sale of school sites.
Commonly featured in LEA consultation documents were details regarding changes to the buildings and premises of individual schools, the estimated costs involved and timescales for rebuilding work. Reorganising authorities regarded the proposed new school environments as more conducive to high-quality teaching and learning, and more appropriate for the National Curriculum. Merton's proposals, for example, saw the creation of more stimulating learning environments as a positive benefit of reorganisation for both pupils and teachers.
2.1.3.    Rationalisation of resources
LEAs during this period highlighted a greater expenditure per pupil as a significant outcome of school reorganisation. With a reduced number of schools, and therefore more pupils and teachers per school, it was anticipated that greater efficiency could be achieved for individual schools in managing and delivering the curriculum. The rationalisation of resources, both human and capital, was seen as a route to higher levels of pupil achievement.
There were particular concerns in some authorities that particularly older pupils in 8-12 middle schools were disadvantaged by not having sufficient access to specialist teachers and facilities, especially for modern foreign languages, science and technology. Reorganisation to a two-tier system would, in their view, address this.
2.1.4.    Achieving congruence with National Curriculum Key Stages
The National Curriculum's introduction began in 1991, with its assessment programme phased in from 1991 to 1995. A particular concern for authorities with three-tier systems was that the key stage 3 programmes of study, covering Years 7 to 9, were shared between middle and upper schools. These authorities saw advantages in reorganising to a two-tier system to coincide the point of transfer point with the break between key stages 2 and 3: thereby making clear the schools' accountability for curriculum covered and the end of key stage test results.
It was also argued that Year 7 pupils (and Year 8 pupils in LEAs with 9-13 systems) would experience more subject teaching, as a result of reorganisation, and that this would have a positive effect on attainment at the end of key stage 3, and beyond. Surrey LEA, which began consultation on reorganisation around 1990 was one authority particularly concerned with the likely impact of the National Curriculum. The system in Surrey then was a three-tier system in which the transfer ages were at
8+ and 12+. There were concerns that this would put pressure on schools of both types to liaise constantly about their teaching and the development of pupils' skills and knowledge, and this would add considerably to teachers' workload.
On the other hand, in Surrey and other authorities, there were views expressed by teaching staff and governors that middle schools could be in a good position to use such assessment information at the end of key stage 3 in a diagnostic manner. The National Middle Schools' Forum 1995 directory included the following, urging careful consideration about the educational implications of retaining or replacing a three-tier system:
As all pupils will remain in the middle school beyond the end of key stage 2, the diagnostic value of National Curriculum assessment can be fully developed.
Other views emphasised the principles of the Plowden Committee's report (1967): an additional year, or two, in the middle school was seen as advantageous to pupils' social development because of the differences in ethos and philosophy in primary and secondary education, hi their view, retaining middle schools was the right thing to do for pupils' social development: schools would be able to use assessment information obtained at the end of key stage 2 in a diagnostic manner and be in a better position to act upon it.
The situation in the Midhurst, Petworth and Storrington areas of West Sussex means that pupils, on two different occasions, are required to take National Curriculum tests within a year of arriving at their new school.
No documented discussion in the LEA reorganisation plans over the past decade was found to focus upon the LEA's responsibility, rather than individual schools' accountability, to monitor progress and challenge schools to raise standards of attainment. This review in West Sussex has been prompted by considerations of both schools' and the LEA's accountabilities for raising standards, because, in this area, national target-setting requirements are complicated by the current ages of transfer, which do not encourage longer-term targets to be established.
2.1.5     Reducing the number of points of transfer
Some local authorities felt that by reducing the number of points of transfer, they could address the decline in pupil progress (the 'transfer dip) that had been identified nationally. They saw the times when pupils transferred from one school to another as a time of major discontinuity in their education, leading to a regression in attainment. The need for pupils to adjust to a new school environment, different teaching and learning experiences, different teachers, and to form new friendships were regarded as possible difficulties. Oxford City LEA, which began a school organisation review in the early 2000s, was one of several authorities concerned about the evidence showing that the educational progress of pupils plateaus or dips at transfer points.
A further concern was teachers' workload. Some authorities believed that the National Curriculum would entail middle and upper schools to liaise constantly about
their respective teaching and pupils' development. Reorganisation would remove the need for high levels of liaison.
2.1.6     'Island systems' and interaction with adjacent systems
Another impetus for reorganisation arose when the education system in part of an authority was out of alignment with the remainder of the authority or with neighbouring authorities. Some LEAs operating middle schools and surrounded by primary-secondary school systems felt isolated. Several were concerned about substantial numbers of pupils transferring to schools outside the authority. Difficulties arose, for example, from the loss of pupils to neighbouring authorities operating 11-18 grammar schools or from pupils moving into the independent sector.
Reorganising to a two-tier system was seen as a means by which to retain pupils and thus avoid some planning uncertainties. Those authorities losing high achieving pupils to neighbouring authorities saw benefits, both at school and LEA level, if they could reduce this loss. Buckinghamshire LEA, for example, in conducting a consultation exercise on reorganisation in the mid-1990s, was concerned about this movement of pupils. Buckinghamshire had been operating a three-tier system for over 20 years, with transfer points at 8+ and 12+. During that time, a sizeable proportion of pupils in the south of the county had gone to a neighbouring authority with 11-18 grammar schools, leaving the Buckinghamshire middle schools at 11+. This concern was accompanied by a view that the loss of these 'able' pupils from classrooms had generally lowered the expectations of the remaining pupils and consequently performance had been affected negatively.
2.1.7     Further issues Achieving a balance
hi considering school reorganisation, LEAs were concerned to achieve a balance between their responsibilities towards rational and equitable use of resources and towards respecting the strong identity which is developed in individual schools: confidence and security of identity were seen, in themselves, to help to promote high achievement. By the same argument, reorganisations were seen as potentially damaging to teacher morale and parental confidence in the local education system. This becomes a particularly significant concern in the light of current national difficulties in recruitment and retention of teachers and headteachers (Morton, 2002).
Working in partnerships
A growing awareness evident from the experience of LEAs embarking upon school reorganisation was the need to work more closely with key stakeholders. It was common for there to be several stages of consultation not only with the parents and teachers, but also with a range of community groups: demonstrating a recognition of the school's place in the wider community as well as the importance of governing through consensus. One LEA used a Citizen's Jury to help with its decision-making over reorganisation.
3.    Learning from recent research and evaluation
3.1    School transfer
The experience from LEAs undertaking school reorganisation over the past decade shows that the impetus for school system restructuring has rarely operated at an individual school level. Although cases have been made to amalgamate or close individual schools because of low pupil numbers or diminishing parental confidence, for example, restructuring is more commonly a systems issue. This section of the report examines some reorganisation issues, which have been analysed in a selection of empirical UK research. Research in this area over the past decade has tended to focus upon systems of transfer and their effects upon pupils as groups, according to the following issues:
•    transfer of pupils between schools
•    transition from one year to the next within schools
•    liaison between schools to manage the transfer process and induction of pupils into their new school
•    continuity of curriculum provision and learning ethos between schools
•    effects upon pupils' attitudes, self-esteem, behaviour and attainment of moving from one school to another.
More recently, with growing information about pupils' standards of achievement as measured by National Curriculum assessment, there has also been consideration of individual pupil progression in attainment across the years of school transfer and the use of National Curriculum information (Schagen and Kerr, 1999, p. 5).
These studies tended to use two-tier systems as the basis for their data collection. The following overview, therefore, is concerned with generic issues rather than those specific to transfer across three-tier systems.
3.1.1      Recurring themes
In their study entitled, Transfer From The Primary Classroom. 20 Years On, Hargreaves and Galton (2002) stated, All around the world, governments have recognised that tackling the problems connected with transfer and transition is an important constituent in the drive for school improvement (introduction, xvii).
Their study replicated, twenty years after the 1970s ORACLE project, many aspects of the earlier research into pupil transfer from primary to secondary school. Its focus was on transfer procedures, pupils' attitude and attainment. Despite the changing national educational landscape, particularly with the introduction of the National Curriculum and its assessment, the study concluded that many transfer issues were recurring. These findings are supported by other research: for example that of Schagen and Kerr (1999). These recurring themes are outlined below.
Problems of curriculum continuity
Problems of curriculum continuity have persisted. The 'fresh start' approach continued to be adopted by teachers in the first year of secondary school, despite the existence of curriculum assessments from the end of key stage 2. Despite the National Curriculum, schools continued to have considerable autonomy over what and how they teach. In secondary schools considerable autonomy could exist between subject departments (Schagen and Kerr, 1999). These school-level factors could pose a threat to curriculum continuity and individual pupil progression. Gorwood (1986) suggested that such problems proved tenacious because of the historical differences in the origins of primary and secondary education.
Practical difficulties in achieving curriculum and procedural coherence
Real practical impediments to achieving both curriculum and procedural coherence have continued: particularly when a large number of primary schools feed into one secondary school, or when the pupils of one primary school are destined for many secondary schools. Consistent, agreed approaches to the nature, amount and purpose of transfer information collected and sent in these circumstances may not be realistic, (Schagen and Kerr, 1999).
The timing of completion and receipt of transfer information has continued to prove problematic, hi order to decide upon pupil groupings, secondary schools need information before it can be made available, because of the timing of key stage2 tests and the publication of results (Schagen and Kerr, 1999).
Lack of trust
Secondary schools have continued to report a lack of trust in key stage 2 information, so retesting new pupils using Cognitive Ability Tests (CATs) was common. At the same time, the National Curriculum levels, spanning four years at key stage 2, for example, are seen as too blunt an instrument upon which to base their planning for curriculum continuity (Schagen and Kerr, 1999, p.83). Research has also highlighted the lack of comparability between Levels at key stage2 and key stageS (Schagen and Kerr, 1999, p.73).
The strengths of pastoral liaison
Pastoral liaison has continued to be better and more confidently developed than curriculum continuity or planning for progression in learning for individual pupils. Curriculum information was more likely, however, to be used to identify pupils with learning difficulties: less frequently for those with particularly high ability. Teachers' awareness of the National Curriculum Orders outside their own teaching remit has been found to be sketchy. Therefore use of key stage 2 data to facilitate individual pupil progression, for example, or to plan differentiated work for Year 7 pupils, has been limited (Schagen and Kerr, 1999, p. 87).
The transfer 'dip'
Despite the strengths of pastoral liaison, a decline in pupil progress and in commitment to learning has persisted, (The Impact of School Transitions and
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Transfers on Pupil Progress and Attainment, 1999. Galton et al.). This study found that such a 'dip' in progress could occur, particularly at years 3 and 8: as a result of a disruption in routine or because of pupils becoming bored with work seen as unchallenging. At these times that pupils were most vulnerable to developing negative images of themselves as learners, and so failing to make a transition from 'primary pupil to secondary studenf (p.31). Galton et al. found that some groups of pupils were more vulnerable than others: at key stage 1 it was pupils with special educational needs, certain ethnic groups and boys in inner city areas; while at key stage 2 it was predominantly able boys. Schagen and Kerr (1999) found indications that low achievers were more likely, across age ranges, than others to suffer from both transfer and transition than other pupils. The concept of 'transfer dip' in these studies combined issues relating to both pupil attainment and motivation. Whether there was evidence of overall decline in performance was much more difficult to determine, because this depended upon schools' confidence in coherence between what was assessed within and at the end of the key stages.
3.1.2     Has our knowledge of transfer changed over the past decade?
Research during the past decade on issues relating to transfer has tended to concur that the process proves to be problematic and that a number of the difficulties are inherent. However, some of the emphases have changed: for example, towards, on the one hand, the pupil as an individual and, on the other, upon the systemic issues associated with the use of National Curriculum information:
Individual pupil progression
hi their study, Bridging the Gap? The National Curriculum and Progression From Primary to Secondary School (1999) Schagen and Kerr concentrated upon transfer at age 11. While covering many of the questions explored in earlier research, their work emphasised those focused upon the distinct issue of individual pupil progression and the use of National Curriculum assessments as information provided at transfer (p.55). Although Schagen and Kerr found that little had changed from earlier research, they did find that the National Curriculum has aided curriculum continuity in science. Use of information about individual pupils' learning needs continued to be strongest for pupils with special educational needs.
Effects of League Tables
hi other respects the National Curriculum, its assessment and, more specifically, the publication of results, were found to have exacerbated some earlier liaison and transfer difficulties, such as the need to foster understanding between primary and secondary schools. League tables were found unlikely to stimulate trust between schools:
Primary teachers are under enormous pressure to get the best results from their pupils, but secondary schools' achievements are likely to look more impressive if pupils enter with lower scores. This is a real conflict of interest here (and at other transition points in compulsory education). It raises questions not just about the reliability of the key stage 2 scores, but the capacity of the National Curriculum to allow evenly paced progressions through the levels.
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(Schagen and Kerr, 1999, p.89).
Understanding better the process of transition between years
An increase in National Curriculum information had not shifted significantly the basis of information used to monitor progression of learning across the transfer from primary to secondary education, although some movement was seen from professional judgement to the use of empirical evidence (Hargreaves and Galton, 2002). Therefore the extent of the 'transfer dip' in performance nationally remains elusive. It could be that practice in LEAs is in advance of published research in this respect, but, because of agreements with schools regarding the confidentiality of pupil-level data, this is not in the public domain. This study has not included comparative analysis of performance data, either nationally or for West Sussex schools. To date, evidence locally of a direct relationship between systems of education and performance has not been found to be conclusive. Meanwhile, both Schagen and Kerr (1999) and Hargreaves and Galton (2002) concluded that dips in progress and attitude are not the sole domain of transfer from one school to another, but that they occur within schools as pupils move from one year group to another.
Emphasising the importance of the individual school
Also undertaken during the past decade have been empirical studies based upon the identification and dissemination of good practice. For example, Pupils in Transition. Moving between Key Stages (2000) by Gill Nicholls and John Gardner takes a more practical perspective than the studies outlined earlier in this section. Their work highlights the roles and responsibilities of teachers, pupils and parents in school transfer; and advocates 'collaborative networks' between these groups to achieve successful continuity between primary and secondary education. They state assertively that it is the responsibility of school management to provide leadership for such collaboration and to provide practical guidance to effect these principles. Through practical guidance, therefore, this study emphasises the more recent focus upon school self-evaluation, partnership and collaborative working.
Whatever the strengths of particular transfer and liaison strategies, research continues to indicate that it is the school itself which continues to be of prime importance: how pupils experience the quality of relationships, the consistency of approaches; and the extent to which the pupils believes they are the focus of the school's attention (Hargreaves and Galton, 2002; Galton et al, 1999).
3.2         OFSTED
Changing Schools. An Evaluation of the Effectiveness of Transfer Arrangements at Age 11, (OFSTED, 2002), focused upon the following aspects of the government's key stage 3 strategy as having particular implications for transfer:
•
frameworks for teaching English and mathematics at key stage 3
•
a substantial programme of training for key stage 3 teachers
•
conferences in all LEAs on transition from Year 6 to Year 7
•
catch up programmes in English and mathematics
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•
summer schools
•
transition units for English and mathematics for Years 6 and 7
•
funding to support all secondary schools in their efforts to improve transfer.
The inspection process focused upon the following aspects of transfer which have been shown in earlier research studies to be crucial to success:
•
the management of the transfer programme and pupils' induction
•
the transfer of assessment data
•
the effectiveness of projects to promote curriculum continuity
•
the quality of teaching in Year 6 and Year 7
•
the support provided to pupils for their learning in Year 7.
OFSTED's judgements included the finding that curriculum continuity and progression in learning, as pupils move from primary to secondary schools, are longstanding weaknesses of the education system; that both primary and secondary schools were insufficiently aware of the curriculum, its assessment, or standards achievable, in other ' key stages; and that secondary schools were building insufficiently upon the earlier curriculum, and were not building well enough on earlier learning. OFSTED found that the common transfer form was enabling more consistent transfer of basic assessment data but that there was still too much variation in the use of the form and the quality and extent of additional information. The report contained points for action by both schools and LEAs. Those aimed at LEAs encouraged the promotion of consistent and efficient use of the common transfer file for electronic transfer of data, and supporting schools in assessing the quality and impact of their transfer arrangements.
3.3         Questions of teacher workload
The question of workload associated with school transfer has tended to be implicit in research studies rather than their focus. Schagen and Kerr (1999), for example, make reference to the considerable amount of teachers' time required to implement and administer the National Curriculum and related assessment procedures: which therefore become a resource issue. Reducing the Bureaucratic Burden on Teachers (1998) by Coopers & Lybrand, the Teachers' Workloads Diary Survey (School Teachers' Review Body, 2000) and A Study of Teachers' Workloads (Hulusi et al., 2000) both produced by the Office of Manpower Economics highlight the administrative element of teachers' work which could be undertaken by others, although transfer and liaison work is not an explicit element of their analyses.
One of the major recent investigations of teacher workload, The Teacher Workload Study 2001 did not explore specifically the issues of transfer, although these could have been subsumed under activities such as assessment, recording and reporting; reporting to parents; general supervision and administrative tasks. One of this report's key recommendations stated that: 'an essential strand will be to reduce teacher workload, foster increased teacher ownership, and create the capacity for managing change in a sustainable way that can lay the foundation for improved school and
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pupil performance in the future.' (Price Waterhouse Coopers, 2002, p.2). The recommendation therefore followed that schools should be able to access a 'menu of approaches', such as:
•    fit-for-purpose and electronically assisted approaches to lesson planning, marking, recording pupil assessments and producing reports to parents
•    transferring routine and administrative tasks, including aspects of pastoral work, from teachers to a wide range of support staff and specialists
•    redesigning some aspects of school work, such as creating more effective pastoral systems, moving some aspects of planning out of the school week and into paid pre-term or pre-year holiday time
•    new and more flexible approaches to staffing, including administrative and business management support for headteachers, administrative support for teachers, more in-class support for teachers from a range of specialists so that teachers can concentrate on their core professional activities
•    better access to ICT, school networks and improved web-based teaching and planning resources
•    access to appropriate and affordable consultancy support (p3).
In their study Reducing Teachers' Workload - A Way Forward (2002), Atkins et al. made connections between teachers' workload and their morale and well-being.
Research undertaken to date on teacher workload, therefore, has not reported explicitly upon the nature and amount of additional tasks which may be involved. Practical understanding of the work undertaken to support transfer of pupils from one school to another highlights the workload for teachers: in collating assessment data and other information for other schools; and in undertaking liaison activities and meetings with the staff from other schools. We can, therefore, assume that reducing the number of times pupils transfer from one school to another is likely to reduce teacher workload overall, even given the continuing need to collate information for transition within schools from one year to another. It is also understood that in situations where there are large numbers of feeder schools, the amount of work for teachers will increase.
3.4         Management theory
The academic literature about management of change within education alone is vast. During the past two decades, there has been growing understanding concerned with concepts of continuous and complex change. Michael Fullan, for example, has generated new ways of understanding 'dynamic complexity' of educational change (Fullan, 1993). hi Managing Complex Educational Change (2002), Wallace and Pocklington combine these with the need to understand the context to which the new ideas and new ways of working might be applied. Wallace (1996a) demonstrated how national and local government policies interplayed in school reorganisation and how the reorganisation could have repercussions well before and after the event: for example, in teachers' job uncertainty, redeployment or compulsory redundancy: or, for example in embedding and institutionalising the change (Wallace and Pocklington,
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2002; Morton, 1988). Ranson (1990) examined how stakeholders pursued their interests during a time of change, how they used influence and power to shape the course of events. Some stakeholders were likely to hold 'partially incompatible' viewpoints (Wallace and Pocklington, 2002). Complexity, therefore, has been shown to encompass the statutory and the discretionary arena, the roles of official power and unofficial influence, the rational and the affective argument. As Wallace and Pocklington (2002) showed in their study of Newell and Moor villages, reorganisation changes lives: and, as Fullan (2001) has demonstrated, making meaning lies at the heart of educational change. Research into the management of educational change demonstrated how reorganisation can have repercussions well before and after the event, for example, in teachers' job uncertainty, redeployment or compulsory redundancy, or, for example in embedding and institutionalising change (Wallace and Pocklington, 2002; Morton, 1988).
4.    A changing world: other routes to raising achievement
The majority of LEA experiences of school reorganisation surveyed in this report demonstrated reaction to circumstance, albeit rooted in policy and the desire to manage resources efficiently and equitably. However, there were also examples of innovative thinking, where, in managing change, LEAs were aiming to seize the opportunity to do things differently and to do them better. The White Paper, Schools Achieving Success (England. Parliament. HoC, 2001), heralded the key stage 3 strategy and a need for the curriculum 11-14, for example, to develop a greater emphasis upon the individual pupil in order to raise standards of achievement overall. One of the challenges for West Sussex would be to decide whether a school reorganisation in the area of Midhurst, Petworth and Storrington would present the best use of resources in the longer term; whether it would promote higher standards of achievement; and whether, in this context, it would promote overall improvements to the well-being of the communities concerned.
During the past decade there have emerged a range of initiatives intended to provide routes to raising standards of attainment, particularly for vulnerable pupils: for example, summer schools, inclusion projects, strategies to tackle the educational underachievement of particular groups of pupils. In the report entitled, The Summer Literacy Schools. An evaluation of the 1997 pilot scheme by Education Extra (Andrews, 1997), stated:
It is clear ... that both the summer holidays and the transition into secondary school exert a powerful and regressive effect on attainment.
The study found early signs that summer school activities could help to raise attainment and improve attitudes to learning, providing there was close involvement of senior management; close liaison between primary and secondary schools; involvement of and feedback to parents; training for those involved; and a focused use
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of mentoring. The Evaluation of the 1998 Summer Schools Programme (Sainsbury et al, 1999) showed that during the period of the summer schools there continued to be 'significant improvements in children's attitudes to their learning.' There were clear improvements in numeracy for pupils with special educational needs who took part. Out-of-school-hours Learning Activities: an Evaluation of 50 Pilot Study Support Schemes, (Mason et al., 1999) demonstrated that schemes such as homework clubs had the capacity to raise pupil achievement, increase motivation and improve social skills, particularly amongst vulnerable groups. The study reported successes in projects such as 'taster' activities specifically designed to ease transfer from primary to secondary school.
Social Inclusion: Pupil Support (DfEE, 1999), DfES focused upon the groups of pupils most vulnerable to underachievement and exclusion: looked-after children; those with emotional and behavioural difficulties; those from families under stress; African-Caribbean boys; travellers; young carers; and pupils in transition. Not surprisingly, attention in this guidance was not upon school reorganisation but upon the principles of clear school policies and organisation, promotion of good relationships, use of key initiatives, such as Investing in Young People and the Healthy Schools initiative. Research has shown wider implications for the well-being of society, with links between truancy, unemployment, homelessness and crime (GB. Parliament. HoC, 1998).
Two evaluation studies related to this government initiative were Raising Attendance 1: Working Practices and Current Initiatives within the Education Welfare Service and Raising Attendance 2: a Detailed Study of Education Welfare Service Working Practices (Atkinson et al., 2000a and b). The first study, which concentrated upon school-level work, made specific mention of transition schemes, thought by education welfare service staff to have improved or maintained the attendance of individual pupils, and considered to be one way of tackling problems before they became entrenched. Nineteen initiatives focused on providing support for vulnerable pupils across transition. Typically, vulnerable pupils were identified in Year 6 and then supported and monitored in Year 7. Three of the schemes had used mentors, two had used attendance assistants, and there were few cases where other agencies were involved. A range of effective strategies were identified as successful in supporting vulnerable pupils in the process of transition, including: visits to secondary schools; group work and interventions focused upon strategies for coping with the changes; work with families; outdoor activities; in-class support; intensive individual work with pupils; adoption of transition plans; peer group support; the use of incentives; a transition training pack for schools; and pupil questionnaires aimed to obtain information about the effect of transition on pupils.
hi the second study, Raising Attendance 2: a Detailed Study of Education Welfare Service, (2000b) Atkinson, Halsey, Wilkin and Kinder took a wider strategic perspective: examining the overall contribution of local education authorities to improving school attendance. The study indicated an imbalance in some LEA practice between preventative and remedial strategies.
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The government's key stage 3 strategy brought changes to the question of transfer between primary and secondary schools: both in its emphasis upon transfer as a standards issue and in terms of using new technology to manage some of its organisation. The introduction of a common transfer form from May 2000, for example, provided all schools with the capacity to ensure a minimum set of information is transferred when pupils change schools or key stage. By June 2002 all schools were expected to send such information electronically.
5.    Summary, conclusions and some questions
5.1    Summary and conclusions
Evidence from both LEAs' experience and from empirical research shows that there were times when school reorganisation has been necessary: particularly, for example, in situations where the use of resources available to the LEA overall needed to be refocused. It is also clear that the processes of transfer from one school to another are complex organisationally, particularly within a policy context of open enrolment, and since they are complex, it can be reasonably concluded that they demand teacher time and school resources. There is also evidence to show that transfer can be a time of uncertainty for pupils and that this uncertainty can affect their progress: research has shown that some pupils are more vulnerable to this 'transfer dip' in motivation and attainment than others.
At the same time, the LEA has an overall responsibility to support and challenge schools to raise standards and to deploy its resources efficiently. It is difficult to argue, however, that school reorganisations have shown an automatic, direct, positive impact upon the quality of teaching and learning in schools, although this argument is easier to make in those LEAs which had large numbers of surplus places draining resources from real pupils' education, and it is easier to make in those circumstances where poor building stock, for example, was impeding curriculum provision, eroding morale or making a call upon resources.
The work of Galton, Gray and Rudduck (1999) estimated that transfer between schools impeded the progress of two out of every five pupils. The recent OFSTED report, Changing Schools (Ofsted, 2002), found that transfer between schools may be a weakness in the education system overall, that getting it right for individual pupils helped their progress and motivation. Getting it right for individual pupils requires a sophisticated organisational machine operating simultaneously at the levels of the individual school, partnership schools and the LEA. Central to this process is the quality of teaching and appropriateness of the curriculum, in the knowledge of what has preceded and what will be expected in the future. It is not only a question of organisational procedures and may require individual schools and teachers to consider their curriculum differently.
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LEA emphasis has also been placed upon implementation of the National Curriculum and its assessment, which has been seen to be facilitated, for example, by reducing the number of points of transfer; by taking seriously the available evidence of a 'transfer dip' in performance and therefore the need to reduce the number of times pupils transfer from one school to another and to increase the possibility of continuity of learning for pupils.
In considering reorganisation of three-tier systems, some LEAs saw as an advantage the synchronisation of school transfer with the ends of key stages. Concerns during the last decade concentrated more upon school-level responsibilities for teaching and assessing pupils' attainment across key stage 3. There was less mention of using school reorganisation in order that the LEA could clarify school accountability for the standards achieved by pupils, or for purposes of providing clearer performance data. These are relatively new concerns, arising from the clarification of the role of LEAs to monitor, challenge and support which were outlined in the Standards and Framework Act, 1998 (GB. Statutes, 1998) and The Code of Practice on Local Education Authority - School Relations (DfEE, 2001). The debate about reorganisation has become centred on school systems being more in line with most of the country, rationalisation of resources and ensuring 'best value': but remain insufficiently focused upon teaching and learning.
Statistical analysis of pupil performance, across years of transfer and according to a range of systems of organisation, has tended not to be publicly available, because the detail is held by individual schools and their LEAs and is subject to confidentiality agreements between them. This information would provide further evidence at a local level of the extent of the 'transfer dip'; the comparative successes of schools in different organisational systems in managing the years of transfer; and whether there is convincing evidence that different organisational systems have differential impact overall.
The experience from LEAs undertaking school reorganisation over the past decade shows that the impetus for school system restructuring has rarely operated at an individual school level. Restructuring is more commonly a systems issue. Empirical research in this area over the past decade has tended to focus upon systems of transfer and their effects upon pupils as groups, particularly:
•    transfer of pupils between schools
•    transition from one year to the next within schools
•    liaison between schools to manage the transfer process and induction of pupils into their new school
•    continuity of curriculum provision and learning ethos between schools
•    effects upon pupils' attitudes, self-esteem, behaviour and attainment of moving from one school to another.
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More recently, research has indicated that pupils also experience difficulties in transfer as they move from one year to the next within the same school: thereby blurring the arguments about transfer presenting discrete problems.
Research undertaken to date on teacher workload has not reported explicitly upon the nature and amount of additional tasks which may be involved in transfer between schools. Practical understanding of the work undertaken to support transfer of pupils from one school to another highlights the workload for teachers, in collating assessment data and other information for other schools, and in undertaking liaison activities and meetings with the staff from other schools. We can, therefore, assume that reducing the number of times pupils transfer from one school to another is likely to reduce teacher workload overall, even given the continuing need to collate information for transition within schools from one year to another, hi situations where there are large numbers of feeder schools, the amount of work for teachers will increase.
Research into the management of educational change demonstrated how reorganisation can have repercussions well before and after the event, for example, in teachers' job uncertainty, redeployment or compulsory redundancy, or, for example in embedding and institutionalising change (Wallace and Pocklington, 2002; Morton, 1988).
5.2         Some further questions
This short report has been necessarily selective in its use of available evidence and many other areas of research could have been included: for example, on rural education and small schools; or on schools for the future. It has not been able to access the large amounts of statistical information, confidential to individual LEAs and their schools across England, to show the correlation of transfer processes with individual and group performance in National Curriculum tests. Neither has it been possible within the scope of this report to use large numbers of higher degree theses, or reports commissioned within professional organisations, which may have bearing upon these questions of school reorganisation and pupil transfer. However, selecting issues that arise from the different types of evidence surveyed in this report, it concludes with some questions for the consultation process:
*   Could this reorganisation be a stimulus to raising standards of achievement?
*   Could reorganisation bring better learning environments to the schools through refurbishment, new buildings or resources which will not be achieved otherwise or by realisation of a policy for schools which will meet the needs of pupils in the future?
*   Is a fresh start needed in any of the schools? Could reorganisation provide a fresh start?
*   Could reorganisation provide the impetus for doing things differently and better?
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Could more effective transfer arrangements be achieved without reorganisation, for example, with investment in ICT and agreed common approaches? Is there a place for transfer 'specialists' to help reduce teacher workload?
Could these also improve transition arrangements from one year of education to the next, which would not be affected directly by school reorganisation?
Could available resources be used better to support a range of out-of-school learning and holiday activities, or other enrichment programmes, in order to focus support on those groups of pupils who tend to find transfer most difficult?
Are there ways of reaching agreement about accountabilities across schools for the standards achieved by pupils without reorganising the school system in line with key stages? If so, are there ways in which this information can be easily accessible to parents?
Where is the appropriate balance to be struck between preserving rural communities and efficient use of resources?
Overall, does this reorganisation make sense to the communities who may be affected by it?
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