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Abstract  

 
Service Children’s Education (SCE) is responsible for providing education to the 
children of Servicemen/women and UK civilians working overseas.  This research 
focuses on SCE and considers their strategies used to mitigate any negative effects 
high mobility may have on academic and social progress.  “Pupil mobility in 
schools has implications for many important and sensitive policy areas at the 
present time” (Dobson, 2000:8).  Using qualitative data gained from several semi-
structured interviews, the research identifies the perspectives of teachers and 
pupils within SCE regarding high pupil mobility.  Analysis of the data is divided 
into sections representing the four stages a child will experience when moving 
from one school to another:  Before Arrival, On Arrival, During my Stay and 
Moving On.  Interview dialogue is used both to support and contest assertions 
made in other research.  The principle areas identified by the staff and pupils are 
assessment, document transfer, classroom procedures, social/emotional care and 
curriculum provision.  The study reveals the importance of settling a child socially 
into their new school, as when this occurs maximum learning can take place.  
Providing the correct support is available to both pupils and their parents, the 
research concludes that there is no specific reason to suggest mobility should have 
a negative effect on education. 
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Chapter 1:  Introduction  

Research Interest 
This dissertation focuses on the education of children whose parents serve in the 

Armed Forces.  A product of Forces education system myself, I experienced both 

a high rate of mobility and turbulence throughout my upbringing.  I attended a 

total of 7 schools, in various parts of the world; ranging from Hong Kong to South 

Wales.  My father was in the Royal Air Force and it was necessary for our family 

to travel with him when he was posted away for work.  

 

In addition to this, I completed my third year Teaching Practice at a Service 

school in Gibraltar.  Through my personal experience as a child and indeed, my 

experience teaching abroad, I have become particularly interested in pupil 

mobility and the impact this has on a child’s education.  

 

Whilst I am content with my own schooling, I question whether this ‘type’ of 

mobile education is suitable for all.  The ability to settle quickly and make new 

friends was a vital part of my school experience and one which I took to well.  

Pollock and Van Reken (1999) highlight the concept of the Third Culture Kid 

(TCK) and define this as being “a person who has spent a significant part of his or 

her development years living outside the parent culture”.  They believe that 

‘forces children’ come into this bracket and they explore the benefits and 

challenges that these children face.  They recognise that TCKs feel comfortable in 

a “changing environment” and that often they have a “wide network of friends” 

(1999).  Pollock and Van Reken refer to the TCK as a “Cultural Chameleon” 

whereby a child will continually “adapt to different cultures” in order fit into any 

given situation. 

 

Research Inquiry 
This investigation identifies the strategies used by Service Children’s Education 

(SCE) to ensure that a child’s social and academic progress is not adversely 
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affected by a high rate of mobility.   It discusses the methods employed by SCE, 

which ensure that Forces children experience the same quality of education that 

one would expect from schools in the UK.  It also reviews how movement from 

one school to another is managed and dealt with.   

 

Service children have travelled to different countries when their parents are posted 

abroad, for many years.  Through conducting this research I have spoken to 

numerous adults about their experiences of Service life as a child (see appendix 

A). Shockingly, one adult explained;  

In Osnabruck, I had a teacher who sat the class in rank 
order, and when she taught the class she normally faced 
the higher-ranking children so I saw mostly her side or 
back. At this time my father was a Cpl, so I was positioned 
in the centre isle.  (Spayne, 2004). 

 

It is incomprehensible to believe that this method of organisation actually took 

place, however, it is equally refreshing to learn that this has since been abolished. 

 

To enable me to conduct such research, I visited 3 SCE schools in Germany; 

Andrew Humphrey, St George’s and Bruggen Primary Schools (see appendix B 

for school details).    Permission to use data and interview information for the 

purpose of this study was obtained from each Head Teacher.  However, to 

preserve the anonymity of individuals, names of both teachers and pupils have 

been changed.  The gender of each person has remained the same.    Through 

discussing mobility issues with Head Teachers and teachers alike, a rounded view 

on SCE and the practice their schools currently employ was gained.  I tackled 

issues such as the National Curriculum and document transfer.  Analysis of the 

interviews can be seen in Chapter 4. 
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Figure 1: SCE Headquarters 

I visited SCE Headquarters (figure 1) and 

met with an Assistant Education Adviser, 

who specialises in data collation for SCE.  

He provided me with statistical data 

regarding the movement of children 

within SCE over the last three years.  He 

explained that his current working 

programme is intended to monitor levels 

of mobility within their schools and 

ultimately see if a link can be made to 

attainment. 

 Research Context: Service Children’s Education (SCE)  
The graph shown in figure 2 illustrates the levels of pupil mobility experienced by 

a selection of SCE schools during the academic year of 2000/2001.  This clearly 

indicates the high levels of mobility experienced by many SCE schools.  Chapter 

2 describes the formula for working out a mobility percentage and explains that 

over 20% is considered a high rate of mobility. 

Figure 2: Mobility rates for SCE Schools 

SCE Schools 2000 - 2001
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 “Service Children’s Education is responsible for providing schooling for the 

children of personnel and civilians support staff working outside the United 

Kingdom” (SCE 2002).  It was established in 1996, subsuming the duties and 

responsibilities of Service Children’s Schools Defence Agency and the Service 

Children’s Education Authority. 

 

SCE “provides education for 46 schools in Belgium, Belize, Brunei, Cyrus, 

Denmark, Falkland Islands, Germany, Gibraltar, Holland and Italy” (Grey (ed) 

2003:17).  The majority of schools are situated in Cyprus and Germany.  The 

schools range from a small primary of less than 20 pupils, to a large secondary of 

almost 1000 pupils.  “It currently educates about 13,000 pupils and employs 

around 2,200 staff” (Grey (ed) 2003:17).   

 

During a House of Commons debate, the Parliamentary Under-Secretary of State 

for Education and Employment, Jacqui Smith explained;  

SCE is run largely along the lines of an English local 
education authority and operates in accordance with 
sound UK practice, including the delivery of the same 
national curriculum that applies in England and Wales. 
(1999) 

 

However, unlike normal Education Authorities, SCE is funded by the MOD and 

not the Department for Education and Skills (DfES).  Therefore it does not reap 

the benefits when additional Government money is spent on education.  Mike 

Smith, Chief Executive of SCE explains, “We have to bid for our funding through 

the normal MOD STP process and therefore we are always competing against all 

of the other MOD spending priorities” (Grey (ed) 2003:17).  He discusses how 

parents expect their children to have access to the same benefits as children in the 

UK, as SCE have a responsibility to deliver the same initiatives within Service 

schools.  Due to this, the MOD seeks to address the “parity funding issue” and 

they wish to ensure a “more joined-up government approach in the future” (Smith 

2003).   
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Whilst SCE only receives funding through the MOD, the profile for teaching 

mobile children is rising and schools in the UK who deal with mobile children 

may soon see a change in the funding. The Times Educational Supplement (TES) 

explained that, “Schools which teach a large number of children of forces 

personnel should receive extra funding, the Government was told by MP’s today” 

(2004).  There needs to be a consistent source of money available for SCE and 

UK schools to deliver UK standards, therefore funding is high on SCE’s agenda.    

 

Dobson’s Report (2000) concentrated on pupil mobility in this country and 

included a school where a high number of forces children attend.   It is due to 

research such as this, that the profile of high mobility and the impact it has on 

education has risen.  This can be shown through the increased media interest; The 

Times Educational Supplement (TES) explained that, “Schools which teach a 

large number of children of forces personnel should receive extra funding, the 

Government was told by MP’s today” (2004).   

 

This Dissertation is an exploration of the strategies employed by SCE to mitigate 

the adverse effects of high pupil mobility on social and academic progress.  
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Chapter 2:  Literature Review  

I recognise that high pupil mobility is an area of particular significance to those 

involved with service children and their families.  Mobility is an inevitable part of 

service life and as Ballinger explains, it is imperative that “staff working with 

service children…have some insight into the experience that frequent moving may 

have on development” (2003:2).  This chapter aims to discuss the most important 

issues regarding pupil mobility.  In Chapter 4 I will return to these areas with 

examples of research as evidence for my discussion. 

 
Pupil Mobility 
This section explains the definition of pupil mobility and the implications it has 

on Service schools.  It reviews recent research projects and literature written on 

the subject and draws together similar and opposing points of view. 

 

Dobson et al (2000) completed extensive research on pupil mobility in schools.  

They reported on the causes of pupil mobility in the UK and the implications of 

strategies to raise educational achievement.  In their interim report, they define 

pupil mobility as: 

A child joining or leaving a school at a point other than 
the normal age at which children start or finish their 
education at that school, whether or not this involves a 
move of home.  (Dobson and Henthorne 1999:5) 

 

Dobson et al explain; “Pupil mobility in schools has implications for many 

important and sensitive policy areas at the present time” (2000:8).  It is an issue 

that affects many areas of the education system to date; LEA’s, funding, target 

setting, and bench-marking to name a few.  However, Dobson et al comment, 

“…strangely, [pupil mobility] is only just being recognised as a significant issue” 

(2000:8).  They believe that the White Paper ‘Excellence in schools’ (DfEE, 

1997) made no reference to pupil mobility, except in relation to “movement 
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between stages of education rather than horizontal movement between schools” 

(2000:8).   

 

However, the profile of teaching high mobility children is rising.  The government 

has invested money into finding out how pupil mobility in this country can be 

managed and consequently have recently published DfES documents “Managing 

Pupil Mobility: Guidance” (2003) and “Managing Pupil Mobility: A handbook for 

induction mentors” (2003).   In addition, in March 2002, Office for Standards in 

Education (OfSTED) published a report on pupil mobility; Managing Pupil 

Mobility, proving that they now see it as a factor that Her Majesty’s Inspectors 

(HMI) should take into account.  Due to these recent documents, it has become 

evident that the Government are taking the issue of pupil mobility seriously.  They 

are striving to ensure it does not have a detrimental effect on a child’s education.  

This is evident in the report written by Dobson et al (2000) where they recognise;  

Schools which educate children with parents serving in the 
Armed Forces, have formed a new pressure group to draw 
attention to their particular difficulties with regards to 
movement of pupils (p 8). 

 

They considered a rate of mobility over 20% to be high and they defined the 

mobility rate as: 

Numbers of pupils leaving and numbers of pupils joining  X 100 
Total school roll 

(Dobson et al, 2000: 15) 
 

Their research identified that high pupil mobility at school level was associated 

with particular “groups, situations and areas” (Dobson et al, 2000:11).  The main 

groups identified in this study included: Low income families, travellers, refugees 

and the armed forces.  Dobson et al categorised their findings of movement into 4 

main areas, as indicated in figure 3. Their research recognised that schools with a 

high number of Forces children have some of the highest mobility rates.   
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Figure 3: Pupil Mobility in Schools 

(From Dobson et al, 2000) 

 

Pupil mobility is not something that has only occurred recently.  In the 1960’s, 

Plowden discussed this issue; “We saw admission registers whose pages of new 

names with so many rapid crossings out told their own story of a migratory 

population” (1967:135).  In addition, Newsam (1977) recognised a problem 

associated with high mobility, “In some schools, the ordinary processes of 

teaching and learning have all but broken down…Children move in and out, so do 

the teachers.  There is no stability anywhere…” (p 45). 

 

Mike Chislett, a member of Service Children’s Education, organised a ‘Mitigating 

Mobility’ project in 1999.  He was concerned with the high pupil mobility rate 

experienced by SCE children and posed the question; “What can we do to 

improve the experience of transfer for pupil?” (1999).  The two main areas of 

concern identified by the project members were: 

1) The extent to which teachers recognise and help pupils 
to deal with the emotional and psychological aspect of 
moving. 

2) The means by which schools can insure more rapid and 
useful flow of relevant information close to the point of 
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transfer. (Chislett, 1999) 
 

Through identifying areas of concern, the group members were able to create 

strategies to overcome these issues; the aim of this project was to find practical 

ways of improving the experience of transfer for pupils. 

 
The Deputy Chief Executive of SCE, Mike Smith, explains; “the biggest 

challenge for our teachers is dealing with the effects of mobility” (Grey (ed), 

2003:18).  He describes, “…within SCE, during any week, teachers might have 

new children arriving or leaving”  (Grey (ed), 2003:18).  Whilst this can also be 

said for many other ‘highly mobile’ groups, it was recognised by Chislett (1999) 

that service children do not experience the same disruption as other social 

members who are highly mobile.  Chislett explains that the “term ‘turbulence’ is 

frequently applied to describe the disruption to more normal patterns of 

movement beyond that occurring at the beginning or end of a key stage” (1999).   

He clarifies that ‘mobility’ is the preferred term, since: 

·  whatever the level of family stress at times of moving, 
service moves are regulated and take place within an 
infrastructure intended to be supportive; 

·  service pupils do not suffer from the levels of material 
or domestic deprivation which may be experienced by 
some other mobile groups in the UK; 

·  pupil movement associated with service schools is 
more predictable than that among some other social 
groups; 

·  all schools with service populations have a self-evident 
requirement to establish and improve policies and 
practices that mitigate against any disadvantages of 
moving home and school. 

 

Dobson et al (2000), reiterate the idea that service children experience a different 

form of mobility than other members of society and if it is managed correctly, this 

should not have an adverse affect.  They highlight: 

If the intake of a high mobility school comprises of 
children who are fluent in English, are achieving at a level 
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appropriate to their age and have a fairly stable and 
supportive family background, there appears to be no 
logical reason why a well-organised and well-staffed 
school should not perform well during their period of 
attendance, particularly if they bring records from a 
previous school and have not spent a long time out of 
school before joining the new one. 

 

They believe, broadly speaking, that schools with service children in are in this 

situation.  The report discusses how children whose parents are in the forces, grow 

up in a culture where moving around is seen as the ‘norm’ (2000:99).  Chislett 

also highlights this point where he states that, “a degree of pupil mobility is a fact 

of life for service schools and for schools in the UK with service populations” 

(1999). 

 

Ballinger (2003) describes the movement of service personnel, where she states,  

Some…will be posted to one location for long periods of 
time.  Others will have shorter postings every 2-3 years.  
Some…will move together in block postings or regimental 
moves whilst other more individually in trickle postings (p 
2).   

 

(See appendix C for an example of deployment).  The notion that a large cohort of 

service children may arrive mid-term, has huge implications for the class teacher 

and the school as a whole.  This will be discussed further in Chapter 4 with 

examples from a selection of SCE schools.  

 

During a House of Commons debate, Jacqui Smith discussed the issue of pupil 

mobility within service schools and how the movement of service personnel can 

effect children’s education.  She explained that the Army have tried to concentrate 

their movements in school holidays where possible.  She explained, “Service 

families want their children to complete whole years of schooling, and the Army 

is doing its best to meet that aspiration as far as it is possible” (1999).  However, a 

Head Teacher from Colchester wrote to the Secretary of State for Education in 
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reference to a regimental move;  

“This kind of disruption to children's education is 
dreadfully disruptive for schools and makes a complete 
mockery of the investment of time, energy and money that 
has been expended in the previous months” (Eskell, 1999).   

 

He explained that the impact upon the children could prove to be “traumatic” 

(Eskell, 1999). 

 

Dobson et al oppose this idea as they believe that when children move around 

every few years with the Army, it is possible that familiar faces “often turn up in 

new places” (2000:99).  They discuss this as a positive aspect of forces life, where 

in schools with a majority of pupils from service families, children have “shared 

experiences at home and at school and sometimes their parents are friends with 

other children before coming to the new area” (2000:98). 

 

The ‘mobile child’ is also celebrated in a recent publication by the DfES, as an 

Induction Mentor explains that “The strengths of the mobile community are 

recognised and celebrated – not least their experience of life elsewhere in different 

environments and communities…” (2003:4).   

 

Social and Emotional Needs 
This section reviews literature written on the social and emotional aspect of a 

child moving within the armed forces.  It recognises the extremely complex and 

sensitive issues involved with moving regularly and it highlights important 

information relevant to people involved with highly mobile children. 

 

It has become apparent that the matter of caring for the social and emotional side 

of a forces child is particularly important and perhaps the most fundamental area 

of ensuring the overall well being of a child.  Ballinger, an Educational 

Psychologist for SCE recognises that children will “experience a sense of loss 
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when they are separated from people and things which have been important to 

them” (2003:3).  She explains the importance of being aware that a move can be a 

“very emotional time for a child and it will take a period of time to adjust to all 

the changes that have occurred” (2003:3). 

 

Ballinger (2003) describes a “geographical move will be accompanied by a period 

of psychological adjustments to the associated changes” (p 4).  This is illustrated 

by the ‘Transition Cycle’ (see figure 4), where it recognises the four emotional 

phases that a child goes through when moving schools.   

 

 

Figure 4: The Transition Experience 

(From Ballinger, 2003) 

 

She discusses how children experience the ‘settled period’ the ‘disengagement 

phase’, ‘moving’ and ‘re-engagement phase’ (see appendix D for details). 

 

This theory is reflected by the thoughts of Tim Nichol, an advisor of Special 

Education Needs for SCE.  He believes that moving families from their friends is 

a “wrench” and he compares the emotional cycle experienced here to that of a 
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loved one dying – “disbelief, denial, anger, acceptance and moving on” (2002).  

He believes the most appropriate way to deal with a child’s distress of moving, is 

to acknowledge what the child is saying and “the feelings she is trying to 

express”.  He suggests that parents “let [their children] have their period of 

sadness and let it pass” (2002). 

 

Through the ‘Mitigating Mobility Project’, Chislett found; 

Most schools remain insufficiently aware of, or at least 
under-estimate, the psychological and emotional impact 
that a move from one school to another can have upon a 
child (1999).   

 

As suggested by Nichol (2002), Chislett recommends, “schools can prepare all 

children more effectively for transfer by helping them understand the emotional 

dimension” (1999).   

 

The DfES have identified that “pupils who transfer from one school to another 

usually experience pre- and post-transition anxiety” (2003:15).  They believe that 

pupils are more likely to encounter a smooth change-over if their anxieties are 

addressed positively in the early stages of joining a school.  Examples of 

children’s thoughts and anxieties as written by the DfES, can be seen in figure 5. 
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Figure 5: Anxieties of new Pupils 

(From ‘A Handbook for Induction Mentors’ 2003) 

 

It seems that it is not only the effects of moving that can cause Forces children 

distress.  Indeed, it was discussed in the Times Educational Supplement on a 

number of occasions, that great anxiety can occur for those children whose 

parents are on active service; “Having a parent serve…in a conflict zone such as 

Iraq, caused huge anxieties to youngsters that schools staff had to deal with” 

(TES, 2004).  A Head Teacher of a school in Hampshire, which caters for a high 

number of service children, discussed the issue of parents getting sent into war 

zones;  

We’ll arrange for the school to be told before parents 
depart, so our pastoral team can keep a watching brief on 
their children.  They’ll also keep an eye on pupils whose 
parents are already on active service (Wheeler, 2003).   

 

He explained that most importantly, his school “provides a secure and caring 

environment in which children can feel safe and confident to learn” (Wheeler, 

2003).  This subject is discussed in Chapter 4, in direct reference to an SCE 

school. 
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Furthermore, there are other social and emotional areas to consider.  Ballinger 

explains how American literature explores the concept of providing children with 

a RAFT: 

Reconcile conflicts before leaving. 
Affirm relationships and achievements. 
Plan farewell. 
Think about the future. (Ballinger, 2003: 9) 

 

She believes it is vital for a child to leave a school with a clear sense of  “who 

they are, who their friends are and what they have achieved”.  This, Ballinger 

suggests, will ultimately help them to move with a greater sense of identity and a 

higher level of self-esteem (2003:9).   

 

It has been noted that it may take several months for pupils to feel fully settled 

into their new environment.  Ballinger recommends that people working with 

forces children should be aware of the indicators of “stress/separation anxiety” 

(see appendix E) and seek professional advice if these symptoms persist. 

 

Pollock and Van Recken (cited in Ballinger 2003), highlight the impact of 

mobility on development (see figure 6).   The table below indicates the benefits 

and challenges these children face: 

Benefits Challenges 

Adaptable and flexible Social Chameleon 

Confident in change Migratory instinct 

Wide network of friends Too many relationships 

World-wide perspective Rootless 

Sense of realism Sense of loss and grief 

Value relationships Emotionally flat 

Importance of now Difficulty in planning 

Relationships deeper Guarded/insulated 

Closure skills Quick release response 

Mature Latent adolescent 

Figure 6: Impact of Mobility on Development 

(From Pollock and Van Recken, 1999) 
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Tracking Pupil Progress and Attainment 
This section aims to discuss the ways in which schools with high mobility rates 

are able to track and monitor children’s levels of attainment.  It will reflect on the 

way schools ascertain a child’s ability, paying particular attention to how and 

when this occurs.  It will also review literature written about high mobility rates 

and whether there are links to attainment levels. 

 

Ofsted state, “The relationship between pupil mobility and attainment is complex” 

(2002).  This report highlighted how difficult it is to isolate the effect of pupil 

mobility on attainment, as they recognise that mobility usually occurs alongside 

other factors.  Nevertheless, Galton’s research indicates that a move from one 

school to another is likely to create a “shortfall” in any pupils’ achievements by 

up to three months (Galton, 1999). 

 

In 2002, Milton Keynes Council carried out a research project, which studied how 

schools and local services could best support transient pupils and their families.  

The outcome of this initiative formed the basis for a guidance document and CD, 

‘Changing Faces in Our Schools’.  Within this document, they state “Mobility 

should not be seen as an excuse for low achievement” (2002:7).  However, they 

recognise that children who move schools frequently may experience: 

�  Discontinuity in learning; 
�  Loss of learning time during transitions; 
�  Insecurity while making emotional and 

social adjustments; 
�  Loss of friends; 
�  Feelings of betrayal (2002:7). 

 

‘Changing Faces’ (2002) identified that schools with high pupil turnover have an 

important role to ensure that both the needs of the new children and those leaving, 

are met.  They recognise the “core work” to be: “Assess pupils’ learning, prepare 

pupils for change and induct new pupils and families” (2002:7).  They also 

explain when moves within the Armed Forces are planned, the impact is less 
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traumatic and it can often result in positive outcomes for the pupil. (2002:7).  

Discussions on this topic will be referred to in Chapter 4. 

 

Attainment levels and target setting has been high on the agenda of government 

initiatives over recent years.  In 1999, the Times Educational Supplement (TES) 

published an article entitled, ‘Targets Skewed by Transient Children’.  As the title 

suggest, it discussed issues of highly mobile children in relation to target-setting.  

Thornton explained; 

Target-setting is almost impossible for schools with large 
numbers of travellers, refugees or children from armed 
services, Government officials concede (26/03/1999).   

 

This was later reiterated in a House of Commons Debate, where a senior official 

of the Department for Education and Employment was quoted as saying,  

It is difficult when you have got very high turbulence.  
How can you use benchmark data when you have service 
children who don’t have free school meals?  And how can 
you use teacher forecasts when two years’ ahead it is 
going to be almost a different class?  We accept it is 
almost impossible (25/10/99). 

 

However, less than a month after this was published there was yet another story 

regarding Service children and target setting.  Mansell (TES) reported how 

“Service children are suffering because of the Government’s reluctance to fund 

their schools properly” (19/11/99).  The National Association of State Schools for 

Service Children claimed that “service schools, and others with high levels of 

turbulence, will again appear in bad light in next week’s league tables” (TES, 

1999).  The association was requesting that target-setting should be dropped for 

those schools where high turnover makes those targets ‘meaningless’.  It also 

believed that these schools should only be compared with similar schools when 

benchmarking. 

 

The ‘Changing Faces’ document highlights how “information on attainment needs 
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to be obtained as quickly as possible from previous schools” (2002:17), and used 

together with the “outcomes of assessments of new pupils” (2002:17) is 

particularly useful.  It is vital to ensure that children can be placed in correct 

teaching groups and set work appropriately.  Evidence from Ofsted inspections 

has shown that, “making adequate assessment of pupils’ educational experience 

and attainment is a key task” (Ofsted, 2002).  They discovered that, “even when 

records and samples of work are available, teachers still need to assess pupils 

individually”.  They warn that “a false start can have serious consequences, both 

for the pupils and the groups they join” (Ofsted, 2002). 

 

An assessment approach will be based on the schools’ individual policy, however, 

Milton Keynes Council suggest the best practice for schools with high mobility 

rates, should include: 

�  Discussion with parents about their child’s 
strengths and weaknesses; 

�  Discussion with the previous school about 
standards achieved; 

�  Discussion with the child about their 
personal knowledge of their learning; 

�  Simple tracking procedures of early 
teacher assessment which show the pupils’ 
aptitudes and strengths and weaknesses in 
literacy, numeracy and personal 
development; 

�  Identifying strengths and areas needing 
support, together with the initial short-term 
targets which can be realistically achieved. 
(2002:17) 

 

This report emphasises the importance of not “jumping to conclusions” based on 

initial perceptions (2002:17).  As stated in BASS Summary No.36, the schools 

that most successfully managed a high rate of turbulence ensured; 

…information on attainment was obtained as quickly as 
possible from pupils’ previous schools and this, together 
with the outcome of assessments of new pupils on arrival, 
was disseminated promptly (2002:9).   
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The ‘Changing Faces’ report recognises that “Schools with high levels of mobility 

should track the progress of pupils very carefully” (2002:23).  This would ensure 

that the teacher could judge the ‘value-added’ to learning during a pupil’s time at 

the school.  

 

National Curriculum 
This heading focuses on the provision of the National Curriculum for teaching 

highly mobile children.  It identifies the benefits of having the National 

Curriculum whilst also recognising weaknesses.  The ‘Changing Faces’ document 

declares; 

The challenge of providing a curriculum which is well 
matched to pupils’ needs, requires flexibility, sensitivity 
and creativity (2002:18) 

 

Smith (SCE) explains that MOD personnel serving overseas on accompanied 

tours want their children to be “educated to a high level and also be able to slot 

back into the UK education system on their return, which is why we follow the 

National Curriculum in all of our schools throughout the world” (2003:17).  By 

following the National Curriculum, SCE enable children to be integrated back into 

the UK education system with little concern regarding coverage of work to date. 

 

The ‘Information for Parents’ booklet, published by SCE, states that all SCE 

schools follow the National Curriculum and are “committed fully to the National 

Literacy and Numeracy Strategies” (2002:11).  Furthermore, “Children take the 

National Curriculum Tests at the end of each Key Stage, just as they would at 

schools in England” (2002:11)  

 

Moreover, the ‘Managing Mobility’ Ofsted Report highlights; 

National Curriculum, together with the National Literacy 
and Numeracy Strategies promotes consistency of 
provision and helps reduce the effect of mobility at 
primary age (2002:5).     
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The Ofsted Report on Pupil mobility claims that children can expect consistency 

in their learning by adhering to proposals in the Numeracy and Literacy strategies.  

The universal nature of these documents ensures that wherever a child moves, 

there is stability in at least two subjects.   

 

According to David Blunkett, the National Curriculum 2000 “lies at the heart of 

our policies to raise standards”.  He believes it gives; 

…teachers, pupils, parents, employers and…the wider 
community a clear and shared understanding of the skills 
and knowledge that young people will gain at school 
(1999:3). 

 

Although the National Curriculum offers support and structure, the Ofsted Report 

also mentions some negative aspects.  Mobile pupils complain that work is often 

repeated and entering other subjects lead to confusion (Ofsted, 2002:6).  The 

Literacy and Numeracy Strategies ensure that children across the country are 

studying the same areas at the same time, however, this structure cannot be said 

for that of the foundation subjects.  The QCA documents are not statutory; they 

are simply guidelines, which enables schools to change the order and content to 

suit their individual preference.  This does not suit the needs of a mobile child, as 

it is quite possible that they may cover the same topic in different years, at 

different schools. 

 

Due to current policies and regulations, at present there is little one can do about 

the possibilities of repeating certain topics.  However, Ofsted (2002) commented 

on the successful management of this area in certain schools.  They recognised: 

Staff discussed schemes of work with new pupils to 
establish their familiarity with the work and what needed 
to be done to fill any gaps in knowledge (2002). 

 

This highlights the importance of finding out exactly what the new child has 

covered previously.  This can be done either through discussion with the child or 
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indeed, through information passed on from the preceding school. 

 

Document Transfer 
This section discusses the varying opinions regarding the importance of successful 

document transfer for mobile children.  It became apparent during interviews that 

efficient document transfer is a fundamental factor contributing towards a 

successful move.   

�

During the SCE ‘Mitigating Mobility’ project, Chislett recognised that 

“Information needed by receiving schools is not always received promptly” 

(1999).  He explained how SCE in the past had always relied upon “parent post” 

to transfer documents to new schools.  However, his research notes highlighted 

“not all parents pass on existing documentation when they arrive at a new school” 

(Chislett 1999).  Nevertheless, research carried out by Dobson et al, one year later 

revealed: 

Most…children from service families were said to arrive 
with records from their pervious school while others were 
sent by post. (2000:85). 

 

The DfES statutory transfer form replaced SCE’s own method of transferring 

information and is now in circulation across all UK schools.  Ofsted commented 

upon this in their ‘Managing Pupil Mobility’ report (2002), where they stated the 

importance of “developing systems to ensure the speedy transfer of information 

from the pupils’ previous school” to help “remedy some of the problems 

associated with high pupil mobility” (Ofsted, 2002). 

 

The DfES has created the ‘Common Transfer File’ (CTF).  It is available to all 

maintained schools in England and is a secure way of transferring information 

over the Internet.  This enables schools to track pupils and ultimately provides 

them with a generic system for the transferring of data.  The process of the CTF 

can be seen in appendix F. 
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Due to the nature of Forces schools, mobility is an issue that has always occurred.  

Indeed, through my personal experience of moving schools, I have recollections 

of carrying my old schools books into my new school on my first day and 

presenting them to the teacher.  Dobson et al recognised that in comparison to 

other schools with high mobility rates, “schools with large numbers of service 

pupils put a huge amount of effort into passing on information to assist in 

continuity of learning” (2000:88). 

 

“Changing Faces in our Schools” (2002), explores how “accurate information for 

schools receiving a continuous trickle of new children is the prime concern” (p 

33).  They state clearly: 

The information…provided should be relevant, to the point 
and made available to the receiving school as near the 
point of transfer as possible (p 33). 

 

Milton Keynes LEA have dealt with their mobility issue by creating a ‘tool kit’, 

which was “designed to make the tasks of preparing information by the exit 

school as straightforward as possible” (2002:33).  This tool kit has been adopted 

by various SCE schools and is used in conjunction with the mandatory DfES 

form.  (See appendix G for examples of the Milton Keynes transfer documents). 

 

The DfES guidelines for the Induction Mentor (2003) describes suitable 

procedures for settling a child into a new school.  Prior to the child’s arrival it 

suggests the new school “contact the previous school to obtain records and 

information about the pupil’s curriculum experience” (2003:23).  The importance 

of getting records from the previous school is voiced in the ‘Changing Faces’ 

document.  It considers, when the correct data is passed on;  

…the new class teacher [can] pitch the learning effectively 
and set short term targets which are achievable, thus 
raising self esteem and confidence for a pupil who is 
making many adjustments in a new environment.   
(2002:33) 
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This Chapter has used examples from literature and recent research projects to 

discuss important issues relating to high pupil mobility.  Chapter 4 returns to these 

areas and uses evidence from my personal research to substantiate the topics 

raised in this literature review. 

 

�
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Chapter 3:  Methodology  

The Research Paradigm 
A number of different perspectives on reality are possible.  Researchers have 

differing perspectives regarding the nature of reality and although not acceptable 

to all academics, Bassey (1995) refers to these beliefs by the terms positivist 

paradigm and interpretive paradigm.  He explains,  

A research paradigm is a network of coherent ideas about 
the nature of the world and of the functions or researchers 
which, adhered to by a group of researchers, conditions 
the patterns of their thinking and underpins their research 
actions. (Bassey: 1995:12) 

  

Paradigms are concerned with ones varying perceptions and assumptions of the 

world.  Ernest (1994) explains that there are multiple research paradigms, “each 

with their own assumptions about knowledge, about the world, about how 

knowledge is obtained, about education” (1994:19).  To the positivist researcher, 

“there is a reality ‘out there’ in the world that exists whether it is observed or not 

and irrespective of who observes” (Bassey 1995:12).  The methodology of the 

positivist researcher is often described as ‘quantitative’ in the sense that “quantity 

can be measured – and subjected to statistical analysis” (Bassey 1995:12).   

 

Whilst I can appreciate the use for the positivist paradigm, I recognise that my 

research is grounded in the interpretative research paradigm.  Denscombe 

highlights the concept of the interpretative paradigm where he explains; 

 Social reality is something that is constructed and 
interpreted by people – rather than something that exists 
objectively ‘out there’…it is a social creation, constructed 
in the minds of people and reinforced through their 
interactions with each other. (2002:18) 

 

From the outset of this project, I held views and opinions about my chosen area of 

research.  I have had personal experience of being a ‘mobile child’ and I have also 
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taught ‘mobile children’.  Denscombe claims, “social researchers are part and 

parcel of the world they want to investigate” (2002:20).  The consequence of this 

being that the researcher cannot obtain an objective viewpoint.  This implies that 

“Observations and expectations of the social world are inevitably coloured by 

expectations and predispositions that are brought to the research” (Denscombe 

2002:20).  Moreover, it is justified to claim the grounding assumption that the 

realities associated with moving schools are indeed subjective and therefore, 

totally reliant upon individual human opinion and feeling. 

 

Furthermore, the interpretive paradigm portrays pupil mobility as a reality.  It is a 

“construction of the human mind” (Bassey 1995:13) and therefore it is likely that 

there are different understandings of what is real.  Bassey highlights this; 

“Concepts of reality can vary from one person to another” (1995:13).  True to the 

interpretative paradigm, I recognised myself as a variable within the enquiry.  In 

addition, my main method of data collection was “verbal – fieldwork notes, 

diaries, transcripts and reports of conversations” (Bassey 1995:13). 

 

Prior to my visit to the SCE schools in Germany, it was necessary to decide how I 

was going to collect data and how this ultimately would provide me with the 

information I required.  Bell has written extensive literature on conducting a 

research project and explains that: 

The initial question is not ‘which methodology’ but ‘what 
do I need to know and why?’  Only then do you ask ‘what 
is the best way to collect information?’ and ‘when I have 
this information, what shall I do with it?’(1999:103) 

 

My research focus prior to entering the schools was concerned with pupil mobility 

and the strategies each school employs to mitigate any adverse effects it may have 

on pupils.  This may be academic, social or emotional.  To gain thorough 

information on this subject I was systematic in my approach.  I sought access to a 

range of SCE staff who would be willing to discuss these issues.  Permission from 
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a Head Teacher was received, allowing me to talk with selected children about 

their experiences of moving schools.  I believed that the most effective form of 

data collection would be through discussion and interviews, providing anecdotal 

evidence to support my discussions.  Bassey describes my chosen research 

method as “qualitative”, which he regards as “richer, in a language sense, than 

positivist data” (1995:13). 

 

Interviewing and Questioning 
Bryman explains, “the interview is probably the most widely employed method in 

qualitative research” (2001:312).  Using a mainly qualitative method of research 

meant it was necessary to carry out interviews to gain understanding and clarity of 

the ways in which SCE work.  Cohen and Manion describe the interview as “an 

unusual method in that it involves the gathering of data through direct verbal 

interaction between individuals” (1994:272).  However, my aim was to collate 

people’s thought and feelings on pupil mobility and as Denzin and Lincoln 

explain, “Interviewing is one of the most common and powerful ways in which 

we try to understand fellow human beings” (2000:645).   

 

The research interview has been defined as “a two-person conversation initiated 

by the interviewer for the specific purpose of obtaining research-relevant 

information”  (Cannell and Kahn, 1968).  There are varying ‘types’ of interview 

described as “structured, semi-structured, or unstructured” (Denzin and Lincoln, 

2000:646).  For the purpose of my qualitative research, many were semi-

structured interviews.  I had a “list of questions or fairly specific topics to be 

covered” referred to as an “interview guide” (Bryman, 2001:314) (see appendix 

H).  As Bryman explains, the interviewee would have a “great deal of leeway in 

how to reply” when I introduced a topic for discussion. 

 

My intention was to encourage relaxed responses by asking the interviewees open 

questions.  From these I could direct the discussion around the more relevant and 
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interesting points.  Bryman reinforces this technique explaining, “In qualitative 

interviewing, ‘rambling’ or going off at tangents is often encouraged – it gives 

insight into what the interviewee sees as relevant and important (2001:313).  

Cohen and Manion also discuss the use of open-ended questions, where they 

describe one of the advantages as being “flexible” (1994:227).  They also believe 

that open questions can be useful as: 

…they allow the interviewer to probe so that she may go 
into more depth if she chooses, or to clear up any 
misunderstandings; they…test the limits of the 
respondent’s knowledge; they encourage co-operation and 
help establish rapport; and they allow the interviewer to 
make a truer assessment of what the respondent really 
believes (1994:277). 

 

In addition to the one-on-one interviews, I also carried out group interviews with a 

small number of children.  Whilst interviewing children in a group, as I 

anticipated, inhibitions were not noticeable.  Children were content to voice their 

feelings surrounded by their peers.  

 

Watt and Ebbutt (1987) have considered the advantages and disadvantages of 

group interviews for use within educational research.  They acknowledge that it 

provides a situation for discussions to develop, whereby a wide range of responses 

are accessible.  However, they also highlight the “difficulty in allowing personal 

matters to emerge or in circumstances where the researcher has to aim a series of 

follow-up questions at one specific member of the group” (cited in Cohen and 

Manion, 1994:287).  Watts and Ebbutt explain, “The dynamic of a group denies 

access to this sort of data” (1987).  Despite this, when interviewing children this 

was not the case; all children were enthusiastic to tell their story to the other group 

members and I was able to follow up any questions to individuals. 

 

Prior to beginning the interviews, I obtained permission from each interviewee to 

tape-record the meeting.  I was aware of Bryman’s notion that in recording 
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interviews, “…there is a cost, in that the use of a tape recorder may disconcert 

respondents, who become self-conscious or alarmed at the prospect of their words 

being preserved. (2001:321).  For this reason, I ensured that the interviewees were 

comfortable with the situation.  My desire to record the interviews was provoked 

by the need to transcribe my interviews.  Bryman describes some advantages of 

recording and transcribing where he states, “It helps to correct the natural 

limitations of our memories and the intuitive glosses that we might place on what 

people say in interviews; it allows more thorough examination of what people 

say…” (2001:321). 

 

Furthermore, I was aware of possible bias in qualitative research and through 

keeping a tape-recording, the interviewees intended meaning could not be lost.  

Cohen and Manion describe the areas where possible bias can take place during 

interviews.  They explain that there is “a tendency for the interviewer to seek 

answers that support her preconceived notions [and] misperceptions on the part of 

the interviewer of what the respondent is saying…” (1994:282).  Making 

transcripts and recordings of interviews goes some way in eradicating the 

possibility of bias in research based on memory.  I have the ability to listen to the 

interview many times; this may be particularly useful if aspects of the interview 

are ambiguous or open to interpretation.   

 

To organise the information gathered, Radnor (1994) suggests effective methods 

of arranging interview data for qualitative research and describes it as “inductive” 

(p 19).  By this she recommends the use of categories; “they emerge from the data 

and arise out of familiarity with the data” (Radnor, 1994:19).   She advises that 

when analyzing the interview data one should, “list topics that appear on reading 

the while text”.  Indeed, this strategy was utilized during my analysis.  Here, a 

series of topics emerged and a code applicable to all transcripts was used.  This 

can be seen in the following chapter.  Radnor highlights the importance of the 

selected topics by declaring that, “categories are not judged on where they are 
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right or wrong but in terms of their appropriateness in regard to the research 

questions being asked” (1994:19). 

 
Alternative Research Methods 
To develop a well-balanced discussion, other methods of data collection were 

exploited, where relevant.  Bell explains: 

Classifying a [research] approach as ethnographic, 
qualitative, experimental…does not mean that once an 
approach has been selected the researcher may not move 
from the methods normally associated with that 
style…Understanding the major advantages and 
disadvantages of each approach is likely to help you to 
select the most appropriate methodology for the task in 
hand (1999:19)                   

  

This is evident in the extracts collected to show pupils’ movement in and out of 

SCE schools.  Bell’s concept of choosing an appropriate method of data collection 

was previously voiced by Romaine (1984), where he explained, “In deciding to 

adopt one methodological strategy rather than another, there can be no question of 

choosing one method which will be universally the ‘right’ one” (p 15).  Simpson 

et al highlight the importance of remembering, “no data collection method is 

perfect” (1995:3), therefore as Bell explains, it is important to understand that: 

“Whatever procedure for collecting data is selected, it 
should always be examined critically to assess to what 
extent it is likely to be reliable and valid.  Reliability is the 
extent to which test or procedure produces similar results 
under constant conditions on all occasions” (Bell, p 103).           

 

My research is largely interpretative and does not underestimate the significance 

of personal opinion.  Bassey describes this style of research appropriately through 

stating, “Interpretation is a search for deep perspectives on particular events and 

for theoretical insights.  It may offer possibilities, but no certainties, as to the 

outcome of future events (1995:14). 
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Chapter 4:  Research Findings and Analysis  

This chapter analyses my research findings with reference to literature reviewed in 

Chapter 2.  It is divided into subheadings; Before Arrival, On Arrival, During my 

Stay and Moving On.  These headings relate to the stages a child would 

experience when moving schools. 

 

As discussed in Chapter 1, my research took place at 3 SCE schools in Germany.  

Prior to visiting the schools, an introductory letter was issued to explain my area 

of interest (see appendix I).  Whilst in Germany, I interviewed various teachers, 

Head Teachers and Deputies (see appendix J for research programme) who gave 

me an insight into their schools and the strategies they adopt for managing high 

pupil mobility.  The findings were organised by using the method described by 

Radnor (1994), as discussed in Chapter 3.  The transcripts were highlighted; 

relevant sections of information were colour-coded to allow for ease of analysis 

(see figure 7 for key).   

 

 

 

Figure 7: Analysis code 

 
Before Arrival 
Prior to the arrival of a child in a new school many events take place.  This section 

discusses these issues and highlights relevant sections of interview data using the 

analysis code shown in figure 7. 

 

During my interview at Andrew Humphrey School, the Deputy Head described 

some of the strategies in place designed to ease the transition period.  She spoke 

particularly of a time when there was a large change-over of service personnel 

(see extract 1). 

Mobility Assessment Doc.  Transfer 

School Procedure Social/Emotional Curriculum 
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Extract 1: Change-over arrangements 

See Appendix K for full transcript 

 

Dobson et al explained than when a large number of children are involved 

“…time is taken up by contacts in advance…Visits may be made by Heads in the 

receiving area to meet Heads and parents in the sending area” (2000:83).  Smith 

also accepted the likelihood of a large change-over, where he stated; “Sometimes 

it’ll be en-masse when one of the regiments changes over and most of the children 

move together and a new group arrives” (Grey (ed), 2003:18).   

 

It became evident during the interviews that certain tasks should be carried out 

prior to a child’s arrival.  Each school commented on the importance of having a 

child’s tray and peg labelled ready for their immediate use.  I posed the question; 

“What school systems do you have in place to ensure that on arrival children will 

fit in?  Or is it just down to the individual teacher?”  Extract 2 illustrates the 

answer from two teachers; 

 

Extract 2: Arrival procedures 

See Appendix K for full transcript 

 

Lisa: How did the school cope with such a large change over? 

Andrea: …we had the big change over from RAF to Army.  There were 
very firm arrangements in place, very good arrangements.  The 
Head would go over to the school in the UK where the 
families were coming from – to talk to the parents and meet 
the children.  The families did come over to the estate to have 
a look around.   

Katherine: We try and ensure that the 
children have their peg and tray 
labelled before they arrive…the 
Head will always give us at 
least one days notice where 
possible so we can organise 
this. 

Andrea: Things that we try and make 
sure that we’ve got are things 
like names on trays, names 
on coat pegs; that they are in 
place when the child arrives 
so it looks like we are 
expecting them. 

This was 
reinforced 
in research 
carried out 
by Dobson 
et al 
(2000).   
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This organisation preceding a child’s arrival is recommended in the ‘Changing 

Faces’ (2002) document, where the toolkit for ‘Induction into Class’ suggests that 

labels for trays and pegs are complete (see appendix G).  Also, during their 

research, Dobson et al (2000) found that teachers who are familiar with high 

mobility children, were particularly efficient at “preparing labels with the child’s’ 

name for coat-pegs, folders work trays…” (p 84) This was discussed by SCE staff 

in extract 2.  Through organising such resources, it provides children with an 

immediate sense of belonging to the school and the classroom.   

 

When talking to a small group of children they reflected on what they felt when 

they knew they were moving to a new school.  Each child regretted having to 

leaving their current school and friends.  Extract 3 highlights a small section of 

this conversation (see appendix L for full transcript). 

 

 

Lisa: How did you feel when you knew you were going to 
have to leave your old school? 

Tom: I was sad because I had lots of friends and didn’t want to 
leave them.  But I didn’t mind because when we move I 
get to watch loads of DVD’s while everyone is packing 
the bags.  I just have to look after my little brother. 

Sally: 
 

I was nervous because I didn’t know what this school 
was going to be like and whether I would have any 
friends.  I had loads of friends at my old school and 
didn’t want to leave them. 

Tom: Yeah.  I was annoyed because I was leaving and had to 
leave my football team.  We were really good and I 
didn’t know if my new school would be good at football. 

Natalie: I find it annoying because I don’t like travelling and as 
soon as I get in a place, it takes 5 days to get used to 
people because I am shy.   

Extract 3: Emotional complexities 

See Appendix L for full transcript 

 

All children described feelings of anxiety.  They appeared to worry about what the 

A Year 3 
child; moving 
wasn’t too bad 
as he was 
excited at the 
prospect of 
being able to 
watch lots of 
films. 
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future would hold for them and how they would settle at their new school.  

Appendix D describes the feelings of children during the ‘Disengagement Phase’.  

These children certainly showed signs of this. 

 

Chislett attributes some of the pupils’ uncertainty to the fact that most “have little 

opportunity to establish and build a relationship with their new school before the 

point of transfer” (1999).   

 

Within this research report, Chislett (1999) stated that “none of the schools 

successfully exploited ICT” as a means through which pupils could prepare 

themselves for the move ahead.    However, Bruggen Primary School have created 

a very effective website, that future pupils are encouraged to visit.  The Head 

Teacher explained how the effectiveness of the website can be gauged on its 

utilisation by parents and prospective pupils alike (see extract 4). 

Lisa: Do you have anything in place that enables a 
prospective child to find out about the school – clubs, 
societies etc?  

Andrew: We have a website which helps because the parents go 
to this.  A lot of them use this before they come out.  It 
has lots of photographs which the children are always 
interested to look at.  It gives them a feel for the school 
before they come out here. 

Lisa: Do SCE deal with the website? 
Andrew: No, that’s an in-school thing.  It has things like the 

golden awards, which are every Friday, and parents get 
to see that.  And, when parents come out they can look 
at it with the children as it visits all the things that have 
happened – this was a school council meeting with 
another school [shows pictures from the web site]. 

Lisa: How is this managed?  I know this sort of thing is 
extremely difficult to keep up to date. 

Andrew: The site manager does it all.   The assembly last Friday 
was at 10.30 and the pictures were on by 11!  You need 
someone like that – not a teacher, to deal with this.   

Extract 4: ICT helps newcomers 

See Appendix M for full transcript 

 

The school budget 
allows for 
someone to keep 
the web site up to 
date.   
 
This does not 
occur at all SCE 
schools, however, 
it has proven to be 
excellent for those 
children who have 
not yet arrived at 
the school. 
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This indicates that since the research carried out by Chislett (1999), some head 

teachers are in fact trying to encourage children to find out about their schools 

though using ICT as a reliable and up-to-date source of information.  St George’s 

school discussed the use of a web site in regards to keeping in touch – see 

‘Moving On’ section.   

 

This section has touched upon some of the issues that were raised during the 

interviews.  Evidence from staff and pupils alike, have highlighted areas of 

importance when approaching the time of moving house, school and often 

country.   

 

On Arrival 
‘On Arrival’ critically analyses the interview data regarding what teachers and 

pupils feel during the arrival period of moving schools.  It draws upon other 

research projects and literature written to-date, to present a fair and rounded view 

of the subject.  The ‘Guidance’ Handbook written by the DfES explains, 

“induction which provides pupils with a good welcome enables them to settle 

quickly”(p 19).  A ‘good welcome’ is ultimately what each school strives to create 

for its new pupils as shown by selected dialogue, illustrated in the extracts below. 

  

Nichol (SCE) advises parents to visit the new school prior to sending a child 

there, and to “ask what they do to ensure that the new pupils settle in quickly” 

(2002).  Through visiting three SCE schools, it appears they all have similar ways 

in which they settle their children.  Some of these were suggested in the article 

written by Nichol, where he wrote; “Some might assign an experienced pupil to 

keep an eye on the newcomer…” (2002).  This method was discussed in all 

interviews I carried out.  For an example of this, see extract 5 below. 
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Lisa: What methods do you use to try and settle 
children into the class? 

Stephanie: The class teacher will allocate them a buddy 
who will then give the child a tour of the 
school and also be their friend for the week – 
and hopefully, longer than that. They will be 
given a buddy system that takes them on a 
tour, explains about the school and then is their 
friend out in the play ground, etc etc.   

Extract 5: Buddy system 

See Appendix N for full transcript 

 

This was discussed with two groups of children.  Extracts 6 and 7 show how the 

children view the ‘settling in’ process.  It is interesting to assess whether it 

matches the teachers ideal: 

 

Lisa: Try and cast your mind back to when you 
first came to this school, what sort of things 
were here to welcome you? 

Sarah: There was some people that helped me 
around. 

Lisa: Did you have a ‘buddy’? 

Sarah: Yeah.  But that person left me in the 
playground.  It was a bit scary but not too 
bad though, because someone else saw me 
and came over.  I am best friends with them 
now. 

Extract 6: Buddy system, flawed? 

See Appendix N for full transcript 

 

 

 

 

 

 

 

 

 

Buddy system 
employed by 
teachers at St 
George’s School.  
Also highlighted 
in research carried 
out by Dobson et 
al (2000) and 
recommended by 
Nichol (2002). 

This indicates how 
vulnerable the 
‘buddy system’ is.  
Thankfully in this 
case, another child 
soon befriended the 
newcomer. 
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Lisa: Do you have one special person who looks 
after you? 

Sally: Yeah, when I first came, Kelly and a girl 
who has left, Maisy, they looked after me 
when I first came here – showed me round 
the school and that. 

Lisa: So they were your friends for the week or 
for the day? 

Sally: They became my friends the whole time 
after that. 

Extract 7: Child’s view of Buddy system 

See Appendix L for full transcript 

 

‘Changing Faces’ (2002) recognises that establishing a ‘buddy system’ is an 

integral part of settling a child into their new class.  It is included in their tool kit, 

which can be seen in appendix G.  During another discussion with a child, she 

explained her feelings on her first day and why she felt as she did.  See extract 8 

below. 

 

Natalie: I thought it was scary because I am shy. You 
have to come to a school with loads of people 
looking at you.  They always come up and ask 
you questions, like what your name, how old 
are you.  Stephanie looked after me and Terry 
but they have both gone now.  Then I started to 
make more friends and they have all left now. 

Extract 8: First day at school 

See Appendix L for full transcript 

    
It appears from these interviews that the ‘buddy system’ does take place and on 

the whole they are successful.  It is a simple, yet effective way of ensuring that the 

new child has at least one person to talk to and ask any questions.  The importance 

of picking the correct ‘buddy’ should also be highlighted at this point.  Extract 6 

indicates this.    The discussion with a child, as shown in extract 8, highlights how 

the newcomer often is approached, “they…come up and ask you questions”.  In 

an environment where there are often new children this is more likely to occur, as 

As discussed in 
extract 4, this child 
became lasting 
friends with her 
‘Buddies’.   

A Year 4 child 
recognises that 
because she is shy 
she finds her first 
day ‘scary’. 

This highlights 
the severe rate 
of mobility 
these children 
encounter. 
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they are susceptible to welcoming new children.  This is discussed during an 

interview with a Deputy Head, shown in extract 9. 

 

Lisa: What schools systems do you have in place to 
ensure that on arrival children will fit in?  Or is 
it just down to the individual teacher? 

Andrea: The thing that I find is that we don’t normally 
have a new child for more than a day because 
the other children accept them so readily.   
They make them very welcome.  You usually 
appoint one child to show them around and 
then the other children just accept them into 
their friendship groups. 

Extract 9: The ‘new child’ 

See Appendix K for full transcript 

 

When a child arrives, according to interviews analysed in the previous section, 

there are certain procedures in place.  These involve coat and tray labels being 

marked, in order that the child feels welcome and part of the class.  When 

interviewing a group of children, I was interested to know whether the strategies 

the teachers speak of, were in fact being put into practice. 

  

Lisa: How were you made to feel welcome in the 
classroom? 

Sarah: My tray was there and I was allowed to go and 
choose a peg. 

Tania: My try and peg were ready for me on my first 
day. 

Extract 10: Successful settling-in procedure 

See Appendix O for full transcript 

�

Extract 10 confirms that children are accepted into the class with name labels 

already in use.  However, an interview completed with other children describes a 

slightly different experience.  See extract 11.   
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Tom:� We had to wait for our trays…for about two 
weeks until we got all our books and everything.�

Lisa: � How quickly did you get given your reading 
book?�

Tom:� Not very quickly!  About 3 weeks.  I like it 
because I don’t like reading.�

Extract 11: Settling-in procedure 

See Appendix L for full transcript 

  
The situation described in extract 11 highlights the importance of parent and 

school links.  This is particularly relevant during the early stages of a child’s 

move into a new school.  Smith (SCE) explains how his schools “concentrate 

particularly on things like induction and making sure that new children are settled 

in as quickly as possible and that parents are involved in the process” (Grey (ed), 

2003: 18).  Where this does occur, the probability of a child not receiving a 

reading book for weeks is highly unlikely.   

 

The three SCE schools I visited all expressed huge importance regarding meeting 

with parents and getting them involved in the induction process.  At Bruggen 

School, the Head Teacher explained his initiative for involving parents in the 

induction of their children.  See extract 12. 

 

Andrew: We do quite a lot of work with parents when they arrive, in that they 
have to make an appointment.  Usually, they have at least an hour – 
sometimes longer.  We take them around the whole school, they see all 
the classrooms and every teacher and teaching assistant.  Then, we go 
through the whole thing of the open door and how they can come and 
see anyone at any time.  They have quite a long time on that and we 
really push the idea.  We flood them with information. 

Extract 12: Parent/school link 

See Appendix M for full transcript 

 

Creating a situation where parents feel they can approach the school regarding any 

concerns is extremely important.  Encouraging parents to become involved in the 

This child is impressed 
that on his arrival he 
was not given a 
reading book for a 
considerable amount 
of time.   
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induction process can irradiate situations such as those described in extract 11.  

Chislett’s report identified when “Insufficient dialogue and discussion between 

parents and the new school occurred, it led to anxieties that transferred to or 

exacerbated those of pupils” (1999).   

 

Furthermore, another area of importance that arose during each interview was the 

necessity for accurate and quick assessment on entering a school.  Theorists 

varying views on this subject were discussed at great length in Chapter 2 and it is 

evident from the interview transcripts that the teachers and pupils of a highly 

mobile school also see it as an area of importance.   

 

The first point of assessment is recognised when a teacher receives information 

from a previous school.  This was recognised by each adult interviewed.  They 

each held opinions regarding the transfer of documents.  An example of this can 

be seen in extract 13. 

 

Andrea: We had our own format for reporting.  In fact, I think the statutory 
forms now gives less information than the one we had in place, but 
because it is statutory, it seems daft to duplicate it, so we do that.   

Lisa: What documents do you expect children to arrive with? 

Andrea: Sometimes children will come from the UK with just that form and 
very little other information and the most useful things they can bring 
is their books.  At the end of the day, that will be, even when they 
bring their report, what really gives you a feel for the child, is their 
work.  If they bring their books then you can hit the ground running, 
particularly in year 2 and year 6.  It is surprising how many children 
do not come with the information and you have to call the school up 
and ask them to send it.�� 

Extract 13: Document transfer 

See Appendix K for full transcript 

 

Chasing up documents from UK schools appeared to be an issue for each SCE 

Schools.  The Head Teacher at Bruggen School described his experience of 

transfer documents, seen in extract 14. 
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Andrew: I talk through the assessment through with them [parents], so if 
the children have bought any assessment information, then they 
know that the children know where to start and if they haven’t 
got it, which is quite often, probably about 60% of children that 
come with nothing – UK schools tend to refuse to do a report 
outside the reporting period – which is the summer. 

Lisa: What about the transfer document? 

Andrew: The DfES transfer?  Often missing.  Or not completed – 
particularly when children are coming from a UK school.  When 
we phone up, it doesn’t come.  We chase that a lot and it doesn’t 
happen, and they wont do a transfer report either 

Extract 14: Incomplete or missing documents 

See Appendix M for full transcript 

 

The Deputy Head at Andrew Humphrey School explained how SCE have a 

strategy in place for the transferring of documents (extract 15). 

  
Andrea: SCE has very firm arrangements in place regarding what goes with 

the children, and year to year transfer.  It does come from the top, in 
terms of the reports and the books and what is required to go with the 
children.   

Extract 15: SCE document transfer 

See Appendix K for full transcript 

 

During an informal chat with an SCE teacher, she described the typical ‘forces 

child’ when arriving at a new school, as “clutching the brown envelope”.  Firstly, 

I know this to be true as I vividly remember being ‘that child’ arriving with my 

brown envelope.  Secondly, when discussing the ‘arrival’ process with a group of 

children I encountered the same answers (see extract 16). 

�  

Tom: We have a report we bring with us which shows all our work so the 
teacher can see it. 

Lisa: Do you bring the work along yourself or does it get sent? 
Sally: I brought mine. 
Tom: Me too.  I had a big brown envelope with all my stuff in. 

Extract 16: ‘Clutching brown envelope’ 

See Appendix L for full transcript 

Evidence 
that the 
statutory 
form is 
still not 
totally 
being 
adhered 
to. 
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I find it particularly interesting that this method of reporting has not remotely 

changed in over 10 years.  

 

Having gathered all possible information about the new child, the teacher then has 

the responsibility of setting tasks which are aimed at an appropriate level.  In 

order to do this successfully, the class teacher has to assess the child’s current 

ability.  Each teacher interviewed highlighted this as an important part of the 

induction process.    

 

According to literature reviewed in Chapter 2, the most effective and efficient 

method of doing this was through testing children on arrival.  When interviewing 

staff, it became prevalent that they immediately assess children when they arrive 

at a school.  Evidence of this can be seen in extracts 17 and 18. 

 
Stephanie: Also, within those first two weeks on entering the school, the 

children will be given some initial assessments, so they are taken out 
of class by the SENCO and they are given the assessments.  So, 
should they have not come with any paper work, we then assess them 
on the level that the other children in the class have been assessed, so 
that we are getting a very clear picture of their ability very, very 
quickly. 

Extract 17: Initial assessments 

See Appendix N for full transcript 
 

Andrea: When a child first arrives, we have the Folens test that we give.  It 
actually gives quite a nice graph for reading, and for maths, which 
shows the areas that the children understand, and where they need 
more support.  We also use the NFER tests, which gives them a 
standardised score when they first arrive at the school. 

Extract 18: Folens assessments 

See Appendix K for full transcript 
 

The children are aware of the teachers need to assess them.  Children who move 

frequently will be familiar with having a test on arrival.  Extract 19 illustrates a 

neat example of this. 
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Lisa: How did the teacher know what group to put you in? 

Tania: They gave me a test when I first came. 

Extract 19: Child’s understanding of assessment 

See Appendix O for full transcript 

 

However, Chislett viewed his scepticism of this system where he found; 

“Evidence was presented to the seminar that newly arriving pupils under-achieve 

in assessment tests during an inevitable period of emotional adjustment”(1999).  

He explained the consequences of this resulted in,  

“…receiving teachers’ assessments lead them to expect 
less from a pupils’ performance than the releasing teacher 
will have recorded in her report.  The latter is frequently 
devalued by receiving teachers, since it is not verified by 
their own first hand experiences” (1999). 

 

In the ‘Guidance for Induction Mentors’ (2003), the DfES highlight the 

importance of establishing a balance between the monitoring and assessing of a 

child’s “social and academic” progress (p 49).  The interview with the Deputy 

Head at St George’s School explained how their school cater for this;  

 

Stephanie: It is explained to the parents that after two weeks of coming into 
school they will be invited back to school for a first meeting with 
the class teacher to talk about how their child has settled in…so 
then any problems are ironed out on their behalf and it is also a 
chance to have a look at any children that haven’t settled and a 
chance to establish how the academic side is going. 

Extract 20: Settling in check-up 

See Appendix N for full transcript 

 

Extract 20 clearly shows how St George’s School has a strategy in place which 

enables teachers and parents to discuss and review the progress a child has made, 

both socially and academically during the settling-in period – reflecting entirely 

what the DfES suggests.   
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This section has used examples of interview dialogue as evidence to support 

issues raised in Chapter 2 regarding the ‘arrival process’.  The content has mainly 

involved the areas of classroom procedures, document transfer/assessment and 

links with parents.   

 
During my Stay 
The following section aims to discuss events and situations that occur during the 

time a Forces child attends an SCE school.  It explores the main areas which arose 

during the interviews; curriculum access, social and emotional issues related to 

family events and monitoring assessment. 

   

As previously discussed, many SCE schools cater for those children who move 

with others they know as part of a regiment.  However, when speaking with a 

group of children who attend Andrew Humphrey School (SCE), Rheindahlen, it 

became apparent that there are also a select number of children who are largely 

‘stable’.  These could be children of civil service workers, or indeed, children of 

the current teaching staff.  It would be naïve to think that these children are 

unaffected by the high rate of mobility that surrounds them.  Extract 21describes 

this experience through a child’s eyes. 

 

Lisa: How do you feel when your friends move on and you have to stay 
behind? 

Sally: It is horrible because then we have to make new friends with people 
in the school.  At least the people who move are going to a different 
place and it is quite fun, but when you are left behind it is annoying 
and really horrible especially if it a best friend who has left. 

Extract 21: Making new friends 

See Appendix L for full transcript 

 

The child in extract 21 spoke from experience and appeared sad when explaining 

this to me.  During an informal chat with this child later, it emerged that one of 

her best friends left before Christmas and she was particularly upset about this.  
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Extract 22, however, shows the same situation, the difference being that the stable 

child views mobility as a positive aspect of school life.  

 
Lisa: You have been here since you started school.  Do you see people 

coming and going a lot?  Do you have to make new friends often? 
Jane: Yes. In Year One, lots of people went and then again in year two lots 

of people went. 
Lisa: So, then new people replace them?  How do you find that? 
Jane: It’s ok.  In the playground I will just go up to someone and say, can I 

play with you, and then you get to be best friends with them.  Mr Page 
always brings the children around and then makes one of us show 
them round.   In year 2 I was always the one looking after new 
children because I was the only one in the class that had been in 
school since September.   

Extract 22: Stable pupil community 

See Appendix O for full transcript 

 

The DfES (2003) describe the ‘stable pupil community’ and recognise it should be 

supported to ensure the impact mobility has on stable children is reduced (see 

appendix P). 

 

The ‘Guidance for an Induction Mentor’, written by the DfES (2003), explains; “it 

is more important to sort out their basic anxieties first to give them security and 

get those bits right before the academic bits” (p 41).  During an informal 

discussion with an SCE teacher from Andrew Humphrey School, she explained: 

“When children come in to my class I give them a couple 
of weeks to get settled, by which time I will have met with 
the parents to make sure there are no problems at home.  
When you can be sure they feel settled and used to the 
school routine, that is when I will focus more on their 
academic capabilities and make sure I know they are 
beginning to make progress”. (SCE Teacher, 2004). 

 

When a child has settled and is ready to begin learning, it is important to provide 

each individual with access to the curriculum.  Dobson et al reported on the 

importance of “meeting the educational needs of every pupil, however long or 
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short his or her stay is with us” (2000:98).  The DfES (2003) has set out 

guidelines for the effective provision of the curriculum in highly mobile schools.  

It suggests that transfer records can provide good ‘baseline information’ and this 

can ultimately be used to establish what a child has previously covered.  Where 

this does not occur, it is important to discuss with the child and/or parents the 

topics and areas a child has been learning about.   

 

Through each interview, it has become apparent that there are indeed some 

discrepancies regarding the coverage of some areas in the National Curriculum.  

Extract 23 highlights the thoughts of the Deputy Head at Andrew Humphrey 

School. 

 

Andrea: We use the QCA documentation…What we were finding was 
children coming into our school saying, “I have already done this” 
and because of this we got forced down the road (not that I think 
this is right), of having to re-adjust our topics so that on the whole 
our year 3’s do the same as other year 3’s. 

Extract 23: QCA documents 

See Appendix K for full transcript 

 

Prior to carrying out the interviews, I was aware that the situation described in 

extract 23 might be an issue.  Indeed, covering a foundation topic more than once 

occurred during my education through attending many schools.  The children I 

interviewed also recognised this and explained their situation (extract 24). 

 

Tania: My favourite subject is History, and my favourite subject in it is the 
Tudors because I have done that lots. 

Lisa: So, you have done it more than once in different schools? 
Tania: (Nods) 
Sarah: That happened to me too.  I did Romans twice at two different 

schools, but I have never done the Tudors – they did Tudors in this 
school when I wasn’t here. 

Extract 24: Repeating foundation subjects 

See Appendix O for full transcript 
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Whilst the Deputy Head at St George’s School recognised that this may be an 

issue within the SCE schools, she explained that this doesn’t have a negative 

impact on a child’s education – it can be used to enhance a child’s learning; 

 Generally, because the way the QCA are structured, it is 
not the period of history that they are trying to get out of 
you, it is the historical skills they try and install into you.  
Therefore, you can actually use what they have done and 
advance those skills; they are actually taking that subject 
to a further degree.  (Cornelius, 2004) 

�

During the stay at an SCE school, a child will encounter many different 

experiences to those children living in England, whose parents are civilians.  Due 

to current world events, it is highly likely that a Forces child, at some point, will 

encounter one of their parents being deployed to a conflict zone.  A recent article 

in the Times Educational Supplement explained how “having a parent serve in a 

conflict zone, such as Iraq caused huge anxieties to youngsters that school staff 

had to deal with” (07/01/2004).  This was discussed through the interviews I 

carried out and was recognised as an area of great importance by all the schools 

involved (see extract 25). 

 

Andrew: We put on talks, because it isn’t just the mobility factor, it is things like 
parents being off on deployment.  At the moment there are a lot of 
parents in Iraq.  Have you seen the display board? 

Lisa: No, I haven’t 

Andrew: That shows where all the parents are.  A couple of girls whose fathers 
are in the Falklands…the older one does the whole display – sectioned 
on the Falklands.  He sends her stuff and she puts it up.  I think that 
helps.  She feels she has done something.  She has done a talk to the 
children in her class about it.   

Extract 25: Displaying parents on deployment 

See Appendix M for full transcript 

 

This reflects a discussion in Chapter 2, which highlighted the importance of 

expressing feelings about events such as these.  At Bruggen School, the children 

are encouraged to talk about their parents serving in conflict zones and even take 
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part in arranging the display (see figure 8).  

 

 

 

Figure 8: Display Board, Bruggen School 

 

Another teacher from SCE explained the how the support mechanisms in place 

from SCE are particularly useful regarding the sensitive issue of parents having to 

enter a war zone.  My discussion shown in extract 26 indicates this; 

 

Lisa: Social and emotional issues; you mentioned the parents, what about 
when fathers get sent away to war zones? 

Stephanie: Oh, then SCE are quite good as they send out a lot of training.  We 
all had to do an amount of training because the fathers were going 
into a war zone.  We had to do an amount of training for our staff 
and looking at how to deal with children who are emotionally 
disturbed by the fact that their fathers have gone to a war zone and 
also the fact that their father could be killed.   

Extract 26: SCE support for children 

See Appendix N for full transcript 

 

It became apparent that the teachers view this area as one which can effect the 

social and emotional progression of a child.  Supporting these children who find 

The ‘blu-ees’ – 
free air mail 
that children 
can use to write 
to their parents 
who are away 
on deployment.  
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this difficult to deal with is imperative.  It was suggested on one occasion that the 

mother of a child came to school at lunch time, as this was when the child would 

become distressed about her father’s absence.  Each school had their own 

strategies in place to deal with any issues such as these and all schools had the 

great support of SCE Headquarters. 

 

During a child’s stay, the necessity to set up a method of tracking progress is of 

great importance.  The ‘Changing Faces’ (2002) document recognised this, where 

it dedicates an entire section to ‘Tracking pupil progress at whole school and class 

level’.  This document highlights the importance of assessing ‘value added’ where 

it states; 

Mobility is not an excuse for underachievement.  Schools 
need to show they value they add to each pupil’s learning 
during their time in a school, however short that might be 
2002:23). 

 

During a discussion with an SCE teacher, she explained her methods of tracking 

pupil progress; 

On arrival we give the children the Folens Numeracy and 
Literacy test.  This enables us to get an idea of how they 
have progressed during their time with us as we give them 
another test when they leave.  We can immediately assess 
the ‘value added’. (Anonymous, 2004) 

 

Through interviewing SCE staff it was evident that tracking a child’s attainment is 

difficult.  Test results can also be extremely frustrating for SCE teachers.   The 

highly controversial issue of SAT’s was discussed in Chapter 2 and it was raised 

in my interviews.  The feeling from each school echoed that setting targets for a 

class can be totally useless, as often the class will have completely changed from 

the time the targets were set, to the time the test is taken.  The Head Teacher of 

Bruggen School explains; 

So, in terms of setting targets for year 2 and year 6, last 
year they would have been irrelevant because we had 
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something like a 40% intake.  We started off with 
something like 18 and by the time we got to SAT’s, there 
were 28.  And of the original 18 they weren’t all there.  So 
there were only about 15 that did the whole of year 2.  
(Hemlick, 2004). 

 

This indicates the impact that high mobility can have on target setting for these 

schools.  In addition, the Deputy Head at Andrew Humphrey stated: 

 

The actual SAT’s results bore no reflection on the work of 
the school from previous years… they were diabolical that 
year because children were so disrupted.  I had children 
coming into my class in the December who then left the 
week of the SAT’s.  They would not have had time to 
adjust to their new school or build relationships let alone 
settle down to work properly (Butt 2004). 

 

It is true to say, based on conversations I have had, that a child guaranteed a level 

5 may leave and be replaced by a child scraping a level 3.  This has huge 

implications for teaching staff and the targets they are required to set.  Chapter 2 

discussed how the Government are now taking the issue of high mobility very 

seriously.  With comments such as those above, it will be necessary for exceptions 

to be made regarding target setting and attainment levels for schools with highly 

mobile children. 

 

Moving On 
This section discusses the ‘leaving procedure’ by drawing on the literature 

discussed in Chapter 2 and relates it to the experience of both children and 

teachers alike. 

 

Ballinger (2003) explained, “as soon as you know that a child will be moving to a 

new area you should help them find out about their new location and their new 

school” (p 8).  She believes that by establishing an e-mail link and helping the 

child make contact it can ease the period of transition.  During my discussion with 
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the Deputy Head at Andrew Humphrey School, she describes exactly what 

Ballinger recommends:  

There are one or two schools – what they have done is set 
up a web site for children, so when they are about to 
leave, they can contact the new school that they are going 
to and find out about the school and also when they first 
arrive they can send emails back to their old school (Butt, 
2004). 

 

The DfES guidance (2003) explains that the ‘exit procedure’ is the least well-

developed section of the mobility process.  They believe: 

Saying goodbye and proper leave-taking matter to leavers 
and those that remain, as does the swift transfer of 
valuable information about aspects of their progress to the 
next school (p 60). 

 

The Head Teacher at Bruggen School recognised this as an issue when he started.  

He wanted to improve the current system.  He explains; 

The children get presented with this certificate in 
assembly.  Just as a sort of goodbye really.  You know, we 
do a lot of work with them coming in to school but there 
was nothing as in a leaving ceremony, which made them 
feel they were moving on, so they get one of those 
(Hemlick, 2004). 

 

He identifies the importance of praising the fact that children move on.  This is 

shown in the certificate that the children receive when they leave (appendix Q). 

 

The development of computer technology is increasingly aiding the ability for 

people to communicate.  The children interviewed at Andrew Humphrey School 

explained they keep in touch with friends from old schools via e-mail.  Also, the 

Deputy Head at St George’s School explained the future plans for their web site; it 

will enable past and present pupils to access a secure area of the web site in which 

they can communicate with each other.  These are examples of how ICT can be a 

useful tool through which the leaving process is eased. 
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As discussed in the ‘On Arrival’ section, it is important that children arrive with 

the correct documents, as this can ease their induction process.  Likewise, when 

they leave it is imperative that the teacher prepares and gathers the correct 

information to be sent to the receiving school.  All SCE staff interviewed 

highlighted the importance of this.  Each school had a set structure for the 

transferring of documents (see appendix R).  This enables the receiving school to 

learn a great deal about the child before their arrival and as the Deputy at Andrew 

Humphrey stated, they can then “hit the ground running” (Butt, 2004). 

 

This Chapter has described the main areas associated with pupil mobility through 

four chronologically clear sections.  The themes discussed are based on issues 

raised in Chapter 2.  Relevant interview data has been selected to provide 

evidence for the theories viewed.  The evidence has been critically analysed, 

presenting the reader with varying viewpoints on chosen topics.  Chapter 5 

reflects on these topics and concludes this research project.   
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Chapter 5:  Reflections and Conclusion  

The purpose of this research project was to discuss the academic and social 

implications of high pupil mobility.  It examined the strategies utilized by SCE to 

ease the transition period and ultimately raise standards.    

 

This research project could be deemed an extension to the research carried out by 

Dobson et al in 2000.  Their research recognised how mobility can effect the 

education of children proving this is mainly due to social circumstances 

independent of school life.  However, the research published by Dobson et al 

recognised many similar issues presented in this project.   

 

This Dissertation also described concerns that the SCE team ‘Mitigating Mobility’ 

highlighted.  The literature I have analysed on ‘good practice’ for mobile schools 

has given me an insight into the most effective ways of managing mobility.  As 

described in Chapter 4, there are strategies in place to ensure transitions are 

smooth – such as welcoming and settling a child quickly, with named pegs and 

trays.  The method of using a ‘class buddy’ was another popular strategy 

employed by all schools involved in this study. However, interviews with children 

indicated that occasionally these methods are not successful.  It should be 

emphasised to SCE teachers that settling in procedures are monitored. 

 

Document transfer was another area of great importance to SCE staff.  Certain 

literature on this subject maintains that document transfer from the UK was a 

problem.  The research carried out for this Dissertation confirmed this, as SCE 

teachers explained that often transfer documents are “incomplete or missing” 

(Hemlick, 2004).  

 

Due to the restrictions of this Dissertation and the complexity of the subject, I was 

unable to pursue every area of pupil mobility. The natural progression of this 



 60 

 

study could be to investigate the link between rates of mobility and attainment 

levels.   

 

This research project took place within the context of Service Children’s 

Education.  For purposeful research to take place it is vital that an appropriate 

context is established.  Grosch explains; 

The idea is that a purposive activity, such as the practice 
of education, only assumes real meaning when it takes 
place within a specific context. The context becomes, 
therefore, as important as the activity itself. The notion of 
contextuality is also seen as an essential element in the 
production of theory in the social and behavioural 
sciences. (Grosch, 1985, Summary to M.Ed. thesis) 

 
 

It is imperative to reiterate that the conclusions described in this research are 

based purely on the experiences of those interviewed.  Contextuality is 

particularly important; this research is carried out and based on 3 schools within 

Service Children’s Education.     

 

High mobility schools have been invisible in terms of national policy–making.  As 

discussed in Chapters 1 and 2, this situation is now changing.  The report written 

by Dobson et al (2000) was intended to add “visibility and an understanding of the 

demands they face every day” (p 118).  In addition, this dissertation highlights 

specific areas related to the demands faced by service personnel and their families. 

 

The DfES explain “…pupils, such as those from service families, will have much 

more experience of managing change and transitions in their lives than others” 

(DfES, 2003:15).  They consider that pupil mobility is part of everyday life and 

will continue to be a normal feature of the education system.   

 

Through evidence of interview analysis, I can state that through providing 

children with a structured start it enables children to settle quickly and begin 
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learning.  All schools involved, used quick assessment on arrival.  However, 

literature suggests that results from test such as these do not reflect a child’s true 

ability.  Nevertheless, it is recognised that “Schools should be mindful that an 

unstructured start is detrimental to learning and the child’s personal well being” 

(Changing Faces, 2002, 11).  Chapter 4 explained, when children are emotionally 

stable it is then when learning can take place. 

 

It is interesting to note that when children discuss their experiences of moving 

schools, the emphasis predominantly involves the social aspect of settling-in.  

When children are asked specifically about academic progress it is only then they 

thought to comment upon it.  An insight such as this could be particularly useful 

for teachers dealing with new pupils.  Based on information gathered from 

interviews, the priority should be to settle a child socially as quickly as possible.  

When this occurs, maximum learning can take place. 

  

Moreover, as stated during a House of Commons debate “The children of our 

soldiers, sailors, airmen, and women deserve the best” (25/10/1999).  It is vital 

that teachers of Service children are aware of the academic and emotional 

implications associated with high mobility.  Personally, I have experienced 

Service Education as a child and as a trainee teacher.  This research has been 

particularly useful as my first teaching post, to begin in September, will be 

working for Service Children’s Education.  I will be teaching the children of 

Service personnel and all issues discussed within this Dissertation will be of great 

importance and significant to my successful development as a teacher.   

 

To conclude, providing structure and support is in place for forces children, and 

their parents, there is no explicit reason to suggest that high mobility has an 

adverse effect on their social or academic progress.  In fact, as Nichol suggests, 

“We can even turn these moves into truly character building opportunities” 

(2002). 
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Appendix A: Experience of Service Education 1965 –1970 

I was born in Plymouth – 14.04.1957 and first lived in a different Country when I 
was 3 years old.  I lived in Cyprus for a couple of years.   
 
When were you involved in Forces Education? 
1965 to 1970 
 
Reason for mobility: 
Dads regiment serving in Germany and Malta 
     
Number of schools attended:   
Total of 7 schools during education 
 
Location of schools: 
Plymouth       Ford infants  
Northern Ireland  Redbourne infants 
Munster    Clive  1965 –1967     
Osnabruck    York  1967 -1968 
Plymouth      Efford  Sec  1968 -69 
Malta           Tal Handqa  1970 
Plymouth     Devonport Secondary   1971 -1973 
 
Moving Schools: 
Departure/arrival procedures – settling in? 
 
 Moved as a regiment – most of the arrangements made by families’ officer. We 
normally had to catch a school bus, which was nerve racking on your first day, 
although I usually knew some of the children in my class because of the regiment. 
The situation changed with every school because of the married quarters set-up - 
it usually depended where you were living on which friends you had and most of 
the time your friends from the last school were living in a different area and were 
in a different school or class.  In Osnabruck, I had a teacher who sat the class in 
rank order, and when she taught the class she normally faced the higher-ranking 
children so I saw mostly her side or back. At this time my father was a Cpl, so I 
was positioned in the centre isle.   
                             
Feelings about leaving school – happy/sad/nervous/anxious? 
  
I did not enjoy school until I was at my last school, Devonport Secondary, here 
again we had no choice on what school my sister and I attended, we lived in 
married quarters in the area so we had to go to that school.  I enjoyed my time at 
this school, because I was one of the brightest children in my class and did well in 
my exams compared to other children.  I suppose on a national level I didn’t do 
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well and the school wasn’t one of the better schools in Plymouth at the time I did 
feel happy there. 
 
In the other schools, I learned to mix with other children and make and loose 
touch with friends easily but did not enjoy the school environment.  I was a very 
nervous child and always seemed afraid to approach my teachers, I cannot 
remember liking any of my teachers until I was at Devonport. From my early 
years I cannot remember much about school expect bad things, which I think is 
sad. I enjoyed the travelling and moving from Country to Country, new homes, 
new places to explore.  I feel that once I left school and began working I learnt a 
lot more and became more confident. 
 
Academic – behind/ahead?  Grouping?  Assessment? Work coverage? 
 
I left school at 16 years old with 4 CSE grade 2 in English, Maths, Typing and 
Biology.  This was an achievement at the time because most of my friends left at 
15 years old and I didn’t have to stay on an take my exams.  I have always 
wondered if I would have achieved more had I been in one infant, junior and 
senior school, making life long friends and building a relationship with teachers 
where I would have been encouraged more.  I feel that I left school academically 
behind, but was socially advanced, and had gained the experience of living in 
many different places and seen a lot more of the world then many of my friends 
whom I met at Devonport. 
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Appendix B: School Details��

Andrew Humphrey – Wildenrath 

�

�
�

�
�
�
School Information 
 
The Andrew Humphrey School is a Primary School for children between the ages 
of�4+ and 11. It was known as Griffon School until September 1993 when it was 
renamed following the closure of RAF Wildenrath and RAF Gütersloh. The 
school is also responsible for education of 3 year olds at Stepping Stones 
Foundation Stage (FS) 1 Pre-school. 
 
The school is situated in the centre of a fairly isolated housing estate on the edge 
of the former RAF Base at Wildenrath. Despite being locally isolated the school is 
only 15 minutes from JHQ, 40 minutes from Düsseldorf, and 30 minutes from 
Roermond in Holland. The Rhine and Mosel valleys are only two hours away. 
 
The school operates over a split site utilising part of the former Merlin School 
building as an annex providing facilities for art, music and technology. Both 
buildings are of a modern semi open-plan design allowing the best features of 
traditional and open-plan education to be used together to the benefit of 
everybody. 
 
Generally the classes are of mixed ability arranged wherever possible in groups. 
However, in certain school years the number of children in some age groups are 
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unbalanced and in order to keep the class sizes to a reasonable level it is 
sometimes necessary to have two are groups in the same class. 
 
School starts at 08:45 and finishes for lunch at 12:00. The afternoon begins at 
13:00 and finishes at 15:15 on Monday to Thursday and at 14:30 on Friday. 
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Appendix B: School Details 

 St George’s School – JHQ 

�
�

 

 

 

 

 

 

School Information 
 
St George's is a purpose built Primary School which was opened in 1955. It 
caters for children between the ages of 4 and 11 and is designed to 
accommodate about 240 children. The school serves the South-west extension 
and Buschoff estate areas of JHQ. Please contact the school for details of the 
catchment area.  
 
There are 9 classrooms, a multi-purpose hall and extensive playground areas 
School starts at 08:55 and finishes for lunch at 11:55 for KS1 and at 12:10 for 
KS2. The afternoon commences at 13:00 and finishes at 15:00. There is one 
playtime break each morning from 10:30 to 10:45. 
 
A number of pupils benefit from the proximity of the local Music Centre based in 
Windsor School which means that some forty children receive tuition in 
instruments such as clarinet, flute, violin, trumpet, guitar and piano. 
 
St George's believe that good Home-School communications are essential to the 
smooth running of the school. To achieve this goal the school undertake the 
following: 
 
Regular Newsletters in form and announce happenings in the school to parents  
Formal Parent/Teacher Interviews to be held twice a year  
Annual Reports to be issued to parents at the beginning of July  
Home School diaries and Reading Records are to be used by parents for 
'messages' relating to their children.  
 
If at the end of Year 6, your child intends to attend Windsor Secondary School, 
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then all documentation will be forwarded on your behalf. Parents are invited to 
attend briefing sessions at Windsor School and familiarisation programmes will 
be undertaken for the pupils in order to ease the transfer process. 
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Appendix B: School Details 

Bruggen Primary School 

 

 

 

School Information 

Brüggen School opened in September 2001 following the draw-down of the 
RAF from RAF Brüggen. At present there are approximately 270 children on 
roll aged from 3 to 11. The school is a Primary school, taking children into 
the Foundation Stage (FS) 1 class in the term after their 3rd birthday. 
Children move into the Foundation 2 in the academic year in which they will 
be five years old. Children transfer to Windsor school at the end of Year 6. 
Brüggen school has excellent facilities. There is a large ICT suite enabling whole 
classes to work with one child to each computer, a well stocked library and a large 
gymnasium for weekly games and clubs. 
In common with schools in England and Wales the school teaches to the Early 
Learning Goals for the foundation years and the National Curriculum for Years 1 
to 6. The teaching of German and the opportunity for visits to the local area 
enhances the curriculum hugely. The emphasis is placed on the core subjects of 
Maths, English, science. ICT, all foundation subjects of the National Curriculum, 
together with Religious Education and German form the basis of the curriculum. 
There is also a Special Educational Needs Co-ordinator on the staff.  
Bruggen school greatly values the part parents play in their child's education. 
During their time here there will be many opportunities to support your child and 
the school both directly and indirectly. We are always looking for parent help in 
classes where they have some interest or expertise, which can be shared with the 
school. We are an open door school where parents are able to contact a child's 
teacher or the Head Teacher to discuss progress or any other school related matter. 
School starts at 08:45 for registration and finishes for lunch at 12:00 for KS1 and 
12:15 for KS2. The afternoon begins at 13:00 for KS1 and 13:15 for KS2 and 
finishes at 15:15 (Monday to Thursday) and 14:30 (Friday). 
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Appendix C: Deployment History 

 

(Taken from Ballinger, 2003:10) 
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Appendix D: Transition Cycle  

(Taken from Ballinger, 2003:4)  

Settled Period 

Before the family knows about the move, they will be settled in their present 
location.  They will have a good knowledge of the area, know how to get around, 
where to access facilities and activities.  They will have friends and people will 
know them in terms of their skills and abilities and the contribution that they can 
make to group activities.  There will usually be some sense of closeness to the 
others around them in the community.  Each member of the family will usually 
have a strong sense of identity. 
 

Disengagement phase 

As soon as the family are told they are moving they will begin a period of 
disengagement from their current situation.  They will be characterised by 
individuals spending more time and energy thinking about where they are going 
to, rather than where they currently are.  It is likely that energy will be expended 
on planning ahead rather than trying to adjust to and live in their present area.  
Whilst for some family members there may be a great sense of excitement and 
anticipation about the future, for others there may be great feelings of sadness 
about leaving everything that is familiar.  Some children will begin to develop 
negative feelings about where they currently are and will break friendships 
because it is easier to think about leaving something that you don’t feel positive 
about.  A child who is moving may in advertently be excluded by peers because of 
the move e.g. not being asked to be part of the football team because they will 
leave before the end of the season.  This period of disengagement may begin 3-6 
months prior to the planned departure date. 
 

Moving 

At the time of the actual move there will often be a sense of complete and utter 
disruption and chaos as almost everything familiar in an individual’s life changes.  
This period of disruption can be prolonged for a service family as they may have 
to leave there quarter to move into temporary accommodation before getting their 
overseas passage.  They then may possibly move into temporary accommodation 
in their new area before finally being allocated a quarter.  There will usually be a 
long period without personal possessions as these have been packed up and sent 
ahead or packed up so that the quarter can be cleaned ready for ‘march out’.  This 
means that during the transition, particularly during the actual days of the move, 
many familiar routines will be disrupted and this will often be unsettling for 
children. 
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During the days around the move the whole family will experience a range of 
emotions, both positive and negative.  There will be feelings of excitement and 
anticipation about what lies ahead as well as sadness about what has been left 
behind.  In an environment where everything is unfamiliar, even simple tasks can 
seem much harder to achieve and this may lead to a temporary loss of confidence 
and a sense of uncertainty.   
 

There may be a loss of sense of identity because you do not know anyone beyond 
the family and your sense of belonging is ‘suspended’.  There will often be a 
lowering of self-esteem during this time. 
 

Re-engagement phase 

When the family arrive in their new location, they will be busy meeting new 
acquaintances and colleagues and finding out about the area.  There will often be a 
great sense of excitement and possibly a feeling of being on holiday, particularly 
in a location like Cyprus.  However, these euphoric feelings may soon disappear 
with individuals feeling overwhelmed by the differences and changes that they are 
experiencing.  Children may find it difficult to join in with new peer groups, 
because their interests and hobbies have been very different in their previous 
location. 
 
Everybody varies in the amount of time that it will take them to begin to feel fully 
involved in their new location but it will usually take at least six months for most 
people to feels fully settled, however, for others it may taken even longer than 
this.  The length of time it takes to feel engaged will depend on the number of 
factors that have changed and it may be that those children who move as part of a 
regimental change can adapt and adjust more quickly because they already have 
relationships with others who have moved. 
 
It can be seen form the transition cycle that if a unit moves on a regular two year 
basis then the children may never begin to fully involved because they know there 
will be another move coming up in the near future.  It is possible that after 
frequent moves, some young people will invest very little in a new location 
because of the feeling of a lack of permanence. 
 

Service families will experience frequent transitions as a consequence of their 
own moves or as a result of others around them moving.  This will lead to 
frequent experiences of loss and separation.   
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Appendix E: Recognising Stress in Children 

(Taken from Ballinger, 2003:13) 
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Appendix F: Common Transfer File 

(Taken from DfES, cited in http://www.teachernet.gov.uk/CTF)
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Appendix G: Examples of ‘Tool Kit’  

(Taken from ‘Changing Faces in our School’ 2002) 
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Appendix G: Example of ‘Tool Kit’ (2) 

(Taken from ‘Changing Faces in our School’ 2002) 
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Appendix G: Example of ‘Tool Kit’ (3) 

(Taken from ‘Changing Faces in our School’ 2002) 
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Appendix H: Interview Guide  
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Schools 
Andrew Humphrey School 
Bruggen School 
St George’s School 
 
Interviews 
�������	�

������
�
�����
������
�
 
Interview for Teachers/Head teachers 
����������������
��������������
��

o Buddy system 
o Document transfer 
o Assessment opportunities 
o Post cards 
o Parent interviews 

 
Social/emotional issues 

o Settling in 
o Preparing to leave 
o Father’s leaving for war? 

 
Academic Progress 

o Foundation subject coverage 
o SAT’s – true reflection of ability? 
o Mobility rates linked to attainment? 
o Numerical evidence? 

 
Interview for Children 

o Number of schools attended 
o Location of schools 
o Reason for moving 
o Feelings on: Departure/arrival procedure – settling in process? 

�

�

�
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Appendix I: Research Letter 

4 Beach View Crescent 
Wembury 
Plymouth 

Devon 
 

Thursday 11th March 2004 
To Whom It May Concern: 
 
I am currently in my forth and final year of a BEd Primary Degree at the College 
of St Mark and St John, Plymouth.  I have a particular interest in education for 
Forces children; a product of Forces Education myself, I was keen to gain 
experience teaching Service children.  Through this, I was extremely fortunate to 
have my third year placement at St Christopher’s, the SCE School in Gibraltar. 
 
At present I am undertaking research for my Dissertation and have decided to 
focus on Service Children’s Education.  I am interested to know what effect a 
high rate of mobility has on a child’s academic and social progress and whether 
this can ultimately have a negative impact. I have completed extensive reading on 
this topic and I am aware that the Government now recognises high pupil mobility 
as an issue to consider; this is evident in the OFSED report, 2002.  The rising 
profile of this matter is also reflected in the recent publication of DfES literature, 
“Managing Pupil Mobility: Guidance” (2003) and “Managing Pupil Mobility: A 
handbook for induction mentors” (2003).   Admittedly, these documents are 
aimed at UK schools, however, much of their content could be applied to the 
mobility issues in Service life abroad. 
 
Through contacts made in Gibraltar, I am taking the opportunity to visit Germany 
and I intend to carry out first hand research at a number of SCE schools.  I would 
like to speak with Head Teachers/teachers about the systems that are currently in 
place regarding managing pupil mobility.  Some areas of interest I would like to 
enquire about include: 
 
o Do you have any arrival/departure procedures set in your school?  Examples 

of these could be; 
�  Parents/teacher consultations 
�  Document transfer 
�  Postcard or email system 
�  Classroom buddy 
�  Assessment 

 
o With Literacy and Numeracy as an exception, is there consistency within the 



 79 

 

National Curriculum?  (Is it possible that highly mobile children will cover 
Romans in three consecutive years, but may never learn about Ancient 
Greece?  Is there an SCE strategy in place to ensure that this does not 
occur?) 

 
o Are there any social/emotional support mechanisms in place for children 

who find settling-in difficult? 
 
o How are children’s levels of attainment monitored and recorded?  Do SAT’s 

always reflect the true capabilities of a child, particularly if they have just 
moved schools? 

 
In addition, whilst in Germany I would like to talk to a few children (if possible).  
Obviously I understand the constraints of Child Protection and therefore, parental 
permission must be obtained.  I would like to talk to children, possibly those from 
Years 5 and 6, about their experience of moving schools.  I would be interested to 
know how the school made them feel when arriving and what their last school did 
for them when they left.  I would also ask them about the academic side of school 
life-what topics they have covered etc.  I am sensitive to the fact some children 
may not be comfortable with moving schools often, and I would deal with this 
situation very carefully and positively. 
 
As a Forces child, I had a fantastic time abroad.  As I got older, I particularly 
enjoyed the ability to explore camp – obviously my parents felt it was secure and 
safe enough for me to do so.  I do not remember having any problems at school 
and I relished moving to different places meeting new people.  I am sure I will 
come across many children who feel the same as I did. 
 
I am extremely grateful for your time and I look forward to meeting with you in 
the near future. 
 
Many thanks,  
 
 
 
Lisa Edwards 
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Appendix J: Research Programme 
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Appendix K: Interview Transcript Andrew Humphrey Sc hool 
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Appendix L: Group Interview – Transcript 
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Appendix M: Interview Transcript – Bruggen School 
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And then on the assessment front, I talk through the assessment 
through with them [parents], so if the children have bought then 
they know that the children know where to start and if they haven’t 
got it, which is quite often, probably about 60% of children that 
come with nothing – UK schools tend to refuse to do a report 
outside the reporting period – which is the summer. 

Lisa:  What about the transfer document? 
Andrew: The DfES transfer?  Often missing.  Or not completed, and when 

we phone up, it doesn’t come.  We chase that a lot and it doesn’t 
happen, and they wont do a transfer report either  
[Interruption of interview- Deputy Head]. 
So, then we have to assess them. 

Lisa:  Do you do an assessment when they come in? 
Andrew:  Yes, as the baseline.  
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Lisa:  Do you use any schemes for this? 
Andrew: Well, we use NFER and ERT test and a BPVS spelling test and 

then in the summer term, we use the optional SAT’s – at KS2, at 
KS1 it is just NFER.  In FS2 and FS1 we use the PIPs.  We have 
just started that in FS1. 

Lisa: When the child leaves, do you assess them again? 
Andrew: There is a card that tracks their progress, so that has to go in.  And 

there’s a portfolio of written work which is levelled which is 
levelled each term, so that goes with them as well, with their 
books.  Everyone does a transfer record as well.   

Lisa: Do you have anything in place that enables a prospective child to 
find out about the school – clubs, societies etc? 

Andrew: We have a website which helps because the parents go to this.  A 
lot of them use this before they come out.  It has lots of 
photographs which the children are always interested to look at.  It 
gives them a feel for the school before they come out here. 

Lisa: Do SCE deal with the website? 
Andrew: No, that’s an in school thing.  This is done by the site manager – it 

is really good.  It has things like the golden awards which is every 
Friday and parents get to see that.  And, when parents come out 
they can look at it with the children as it visits all the things that 
have happened – this was a school council meeting with another 
school [shows pictures from the web site]. 

Lisa: How is this managed?  I know this sort of thing is extremely 
difficult to keep up to date. 

Andrew: The site manager does it all.   The assembly last Friday was at 
10.30 and the pictures were on by 11!  You need someone like that 
– not a teacher, to deal with this.  And then we give, they take the 
transfer report, which is that [hands me the sheet], which is quite 
the smaller version [goes out of the room]…and then the children 
get presented with that [hands me the certificate] in assembly.  Just 
as a sort of goodbye really.  You know, we do a lot of work with 
them coming in to school but there was nothing as in a leaving 
ceremony, which made them feel they were moving on, so they get 
one of those. 

Lisa: Social and emotional issues:  how are these dealt with? 
Andrew: Well, we have the SENCO and the inclusion manager which are 

really responsible for pupil welfare and we also have very good 
links with people like the Army Welfare service and the SCE 
social workers, so if there are issues, which sometimes there are – 
in terms of behaviour problems, we can work with them as well, so 
we can work with home, because quite often it is home where the 
problems are.  We do a lot of work with parents – inviting them in 
with their issues like that.  We put on talks, because it isn’t just the 
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mobility factor, it is things like parents being off on deployment.  
At the moment there are a lot of people in Iraq.  WE have done a 
talk for them on separation in the home can help children.  There 
will be another one on their arrival back because again, that can be 
quite a stressful thing.  When mum has been the one looking after 
you all the time and then Dad’s back after six months.  So, we have 
talks for parents as well which helps.  Have you seen the display 
board? 

Lisa: No, I haven’t 
Andrew: That shows where all the parents are.  A couple of girls whose 

fathers are in the Falklands…the older one does the whole display 
– sectioned on the Falklands.  He sends her stuff and she puts it up.  
I think that helps.  She feels she has done something.  She has done 
a talk to the children in her class about it.  I think the teachers 
notice anyway, the social and emotional sides and are more prone 
to help children in those times of need because it isn’t always the 
first couple of days, sometimes it carries on.  And the more 
stressful times are playtimes and lunchtimes - especially the 
younger children.  There was one recently where I said the mother 
could come in at lunchtime and sit with her child.  It was a 5 year 
old, who hated the lunch time.  You can do that here – which 
perhaps you wouldn’t suggest in the UK.  They can just walk in – 
because of the security. 

Lisa: Academic progress:  Obviously with NLS and NNS they offer 
support whereby you would hope that all children across the board 
are studying the same topics.  With the foundation subjects it is not 
quite the case. 

Andrew: We follow the QCA. 
Lisa: In the order they recommend? 
Andrew: Pretty well, not quite – not totally.  SCE don’t dictate it… it is 

down to the schools. 
Lisa: and SAT’s? 
Andrew: Well, they have just published the PANDA report for Service 

Schools – which is a complete waste of time because, of course, 
none of the pupils who are in year 2 for SAT’s are here for Year 6.  
None of them.  So, the added value bit from year 2 to year 6 is 
irrelevant to us because lots of them are coming in during the year 
6 year, for example.  But, in terms of tracking, SCE don’t have a 
tracking system, the schools are free to do what they want.  We are 
buying into one and the schools are in this area called – a target 
tracker.  These are all pretty much the same.  Basically you set 
targets at the moment they are right.  You enter all the data 
manually and we can issue a report twice a year which teachers 
write a report on the data so then we can pick out certain children 
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which are performing well, or not.  And then we can decide what 
we are doing about it.  So, in terms of setting targets for year 2 and 
year 6, last year they would have been irrelevant because we had 
something like a 40% intake.  We started off with something like 
18 and by the time we got to SAT’s, there were 28.  And of the 
original 18 they weren’t all there.  So there were only about 15 that 
did the whole of year 2.  Let alone anything before that.  So, that’s 
why the prior attainment is so important, so we can see what has 
come before. 
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Appendix N: Interview Transcript – St Georges’ School 
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Lisa: I am mainly interested in pupil mobility, relating to SCE.  What I 
want to find out is whether SCE has any strategies in place for all 
schools to adhere to, or whether it is down to individual schools to 
make decisions. 

Stephanie: When the parents first come around they are given a tour of the 
school, by myself or Dave. They are welcomed to the school and 
any questions that they have are answered in that session.  So, have 
actually met the head teacher or myself when they first arrive 
which is quite important, we believe.  We tried to start doing that 
on a specific afternoon, but that didn’t work so that happens when 
they arrive basically, so, I am doing one at half past nine today. We 
are as flexible as we can be when they first arrive.  If we cannot 
meet them and take them on a tour, one of our admin staff will do 
it, but we will arrange for a meeting with the head or deputy before 
the children arrive.  What then happens is they are registered for 
the school, given all the kit, booklets that we have and then they 
are given a time to come into school the following day, maybe nine 
thirty, so that they come into the class when the class is settled so 
tat the class teacher can meet them.   

Lisa: What methods do you use to try and settle children into the class? 
Stephanie: The class teacher will then allocate them a buddy who will then 

also give the child a tour of the school but also be their friend for 
the week – and hopefully, longer than that.  But they will be given 
a buddy system that takes them in a tour, explains about the school 
and then is their friend out in the play ground, etc etc.  And then 
what happens after that is, it is explained to the parents that after 
two weeks of coming into school they will be invited back to 
school for a first meeting with the class teacher to talk about how 
their child has settled in…so then any problems are ironed out on 
their behalf and it is also a chance to have a look at any children 
that haven’t settled, or if they are having any problems at home, 
that they are quite quickly ironed out.  Also, within those first two 
weeks on entering the school, the children will be given some 
initial assessments, so they are taken out of class by the SENCO 
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and they are given the assessments.  So, should they have not come 
with any paper work, we then assess them on the level that the 
other children in the class have been assessed, so that we are 
getting a very clear picture of their ability very, very quickly. 

Lisa: Is that an SCE or a school idea? 
Stephanie: No, it is a school policy. 
Lisa: What assessments do you use? 
Stephanie: If they are KS2, we would use the optional SAT’s, o if they are in 

Year 5, all our children were assessed in September and again in 
May on the optional SAT’s in that year, so the children entering 
will be given the optional SAT’s.   If they are Year 1, or FS, they 
will be given, FS will be given a baseline assessment, the PIPS and 
Y1 will be given anything like the initial letters, sight, 
vocabulary…all those sorts of things, a very simple maths test so 
that we’ve got an initial picture of where they are. 

Lisa: Document transfer…is it an SCE policy? 
Stephanie: Well, it’s a DfEE transfer document that we all use and it is 

generated by the admin network, so our secretary generates it and 
the teachers then fill it, it is then passed on to the next school.  
Now, they are supposed to be electronically passed on, but as such, 
it is very , very difficult for us to get them and records are very, 
very difficult sometimes.  I think we have got something like 40 
children in school outstanding without any records.  So it is quite a 
high percentage. 

Lisa: Are they mainly from the UK? 
Stephanie: Yes, Yes.. but they are supposed to be, because it is supposed to be 

electronically sent to us now, that is supposed to be all sort of 
stopped.   

Lisa: It should make it easier? 
Stephanie: Yes, supposedly. 
Lisa: With regard to children leaving the school, is there anything in 

place for keeping in touch?  I realise this can be very difficult. 
Stephanie: We are just in the process of developing our website and our 

website will have, what we want is an introduction pack to 
children, our website will have, our children will have individual 
log numbers to get into their website, so they will have a specific 
front end page, which is designed for that use, so what we are 
hoping to do, is when we know that a child is registering, they will 
e given their log in, so they can automatically access things that are 
relevant to them in that year and also there will be a welcome and a 
buddy, and they can start initially talking to other children from 
that year, so what could happen is that they then carry their log in 
number, should they wish to, they can still contact children via the 
website. 
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Lisa: Social and emotional issues; you mentioned the parents, what 
about when fathers get sent away to war zones? 

Stephanie: Oh, then SCE are quite good as they send out a lot of training.  We 
all had to do an amount of training because the fathers were going 
into a war zone, we had to do an amount of training for our staff 
and looking at how to deal with children who are emotionally 
disturbed by the fact that their fathers have gone to a war zone and 
also the fact that their father could be killed.  And so, all our staff 
did a training package that we ran in school by a, on disk, it was 
just a short brief presentation on what the signs are, what to look 
for and that was created by Child Guidance, from SCE.  So, they 
were quite good about that.  In those situations they then go into 
overdrive and actually start to help the schools.  And, should any 
parent be killed in action, there is an amazing support system for 
them, but also if there are, like the two children that were killed up 
North recently, there was child guidance which then kicked into 
action severely and quickly.  They will be up there supporting the 
school, running session for the children, sessions for adults, 
helping everybody through basically. 

Lisa: Regarding pupil mobility and SATs’s, do you think it is a true 
refection of the child’s ability? 

Stephanie: Um, it might be a true reflection of the child’s ability but it is not a 
true reflection of the school, generally.  I think that um, as much as 
it’s a reflection of the children wherever they are, but I don’t think 
it is necessarily a reflection of the school because the majority of 
the children taking SAT’s have been with us less than four terms, 
so, you know, it is the amount of impact a school can have within 
that short space of time. 

Lisa: Do you do assessments when children leave, to enable you to see 
Value added? 

Stephanie: Yes, Our children are tested in September and May and from that 
we use a data analysis package and we look at their results from 
September and set targets for them and analyse that data and see 
what we can do to help them move up levels.  And we set 
percentage targets, each teacher will be setting and identifying 
children that they can move to different levels, we then look at the 
same children, hopefully, in May and assess how much value 
added has been achieved an whether those targets have been met, 
and things like that. 

Lisa: Do you have any numerical data relating mobility levels to 
attainment levels.  I know SCE started a project a few years ago, 
‘Mitigating Mobility’, and I don’t believe anything came from it.  I 
was wondering whether you have any data as a school regarding 
this topic? 
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Appendix O: Group Interview (i) – Transcript 
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Appendix P: Stable Community Coping with Mobility 
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Appendix Q: Leaving Certificate 

Supplied by Bruggen School 
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Appendix R: Document Transfer 

Supplied by Bruggen School. 
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Appendix R: Document Transfer  
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