Relational Support Policy
(Positive Behaviour Policy)

"Education is always about relationships. Great teachers are not just
instructors and test administrators: They are mentors, coaches, motivators,
and lifelong sources of inspiration to their students."
Sir Ken Robinson

Introduction
Our Relational Values
This policy is based on the following values and beliefs.
●
●
●
●
●
●

●

●

All children wish to belong, achieve and contribute to their school, family and community.
All behaviour is a form of communication and the expression of underlying needs. It is not possible to
support a child without addressing these needs.
Behaviours can be a below conscious reaction that is held within the nervous system of the child as a
result of their previous experiences.
Children need personalised responses to support their personal development and well-being.
Relational approaches are effective in supporting the development of internal control and regulation.
Consistency does not mean always responding in the same way to each child or behaviour. Whilst
each individual child benefits from a consistent approach, being consistent and fair is not about
everyone getting the same, but everyone getting what they need.
Whilst punitive approaches may lead to short term results (behaviours ceasing through fear or shame)
they do not lead to improved self-regulation that allows young people to choose positive behaviours for
themselves.
Punitive approaches may re-traumatise children and further embed the behaviours causing concern.

Overview
We have developed a three part model as a graduated response, to guide staff in their support of our children:
1. Developing Relationships
This part of our model is the universal element of our graduated response. It is through relationships that
children learn to feel safe, belong, understand themselves, others and the world. Our overriding influence of
how we are in a relationship is the PACE approach (Dan Hughes); to be Playful, Accepting, Curious and
Empathetic.
2. Responding and Regulating
We understand that due to the prior experiences, additional needs and environmental triggers, some of our
children will, on occasion, communicate their needs through distressed behaviours that can challenge those
around them. In order to support them we need to be able to ensure their safety, to attune and validate. When
the child is ready, we can soothe and regulate. This involves being able to empathise with their feelings and
understand their thinking. We use our knowledge of brain development and the response of the body to
interpret what we need to do to meet their needs.
3. Repairing and Restoring
This part of our model can only take place once the child is calm and ready to reflect and should not be
initiated too early. In order to support them, we help our children to recognise what happened, why it
happened, who was impacted and how they can learn different behaviours to meet their needs and move
forward positively. We remember that punitive responses and shame can lead to feelings of worthlessness and
helplessness and do not help our children to repair and restore, or learn new more helpful behaviours to meet
their needs.

Relational Approach / Educational Approach
Whilst this policy describes our relational approach in a discrete and separate way. It is essential that it is
understood that it should be read and understood in conjunction with our other school policies. In our school,
our relational approach is not a bolt-on, is not separate, and is instead integrated into our culture.
There is a strong alignment between our educational approach, outlined within our curriculum policy, and the
approach detailed in this policy. They support and complement each other and are best considered as a
whole.
Our Relational Approach and Safeguarding
Our relational approach has safeguarding at its core. The way that we build and maintain relationships with our
children means we are able to know them, to notice small changes, to develop trust which allows them to feel
safe to communicate about their experiences, thoughts and feelings, and for us to contain and support them
when they do.
There are likely to be occasions when working in relationship with young people that staff will feel concerned
about elements of their life, either currently or when discussing the past / future. All staff are trained in
safeguarding, have read the school Safeguarding Policy, as well as the relevant sections from the most current
version of Keeping Children Safe In Education.
Staff know how to report their concerns and the school has strong procedures to ensure that any concerns are
robustly responded to.

Our Expectations
Our relational approach is underpinned by our school expectations, which are designed to be few in number,
simple to understand and aim to allow everyone the opportunity to thrive within our school community.
Our School Expectations
1. Be Ready (be ready to learn, be ready to let others learn)
2. Be Respectful (respect yourself, respect others, respect your environment)
3. Be Safe (keep yourself safe, keep others safe)

In ‘Developing Relationships,’ we use our expectations to support children to understand the framework that
they are going to work within so that they can keep themselves safe, understand how they can be successful
themselves and contribute towards the success of others.
When ‘Responding and Regulating,’ we may refer to the expectations to explain why we are responding; to
remind them of our expectations.
In ‘Repairing and Restoring,’ we remind our children of the rationale behind our expectations and use them as
a framework to aid reflection and learning.

Part One: Developing Relationships
In order to be successful at school, children need to develop secure relationships which enable them to feel
safe, secure and to experience success. In order for this to happen, relationships and kindness are at the heart
of school life.
For many children the development of these trusting relationships will need to be explicit, meaningful and very
clearly perceived. Children who have additional barriers to building positive relationships may need additional
time and support to achieve this.
Through these secure relationships, children allow adults to support them in understanding their feelings and
emotions through co-regulation. Over time, they develop their understanding of social situations and develop
healthy and positive feelings about themselves and develop emotional intelligence.
Our approach to developing relationships is based on providing:
●
●
●
●

Protection
Connection
Understanding
Care

Protection
All children need to feel safe and secure. Without a sense of safety and security children cannot explore, play,
learn or interact effectively with others. Children who do not feel safe tend to be hyper vigilant and have
difficulty regulating their emotions.
Children get their sense of safety primarily from being in secure relationships with others. Children need to
experience positive relationships with adults in school who are able to make them feel safe through being
consistent, predictable, reliable and trustworthy as well as providing containment through structure, routines
and boundaries.
Our way of interacting with the child is vital in securing a sense of safety. Safety cues are key to enabling the
child to feel safe. Attuned friendly and warm facial expressions, careful modulation and frequency of the voice
and non-threatening body movements indicate safety. A lack of safety cues can be interpreted as a threat.
Helping children to feel safe:
●

●

●

●

Be predictable, reliable and trustworthy. Telling a child that you are those things will not be enough.
They need to be shown by what you do. If things change and you are not able to do what you have
said that you will do, explain why this has happened, acknowledge and validate the potentially difficult
emotions that this may have evoked and put in place an alternative plan.
Provide safety cues. Being aware of the cues you are giving is very important, particularly through your
facial expression and frequency and modulation of your voice. Consider other safety cues such as
movements which could make them feel safe. Take care to ensure open and friendly body language.
Be aware that your intended communication of safety may not appear as such to some children; for
example, a smile may be interpreted as a grimace.
Provide structure and routine. This will provide containment for many children by providing external
structures that help them to feel safe. These need to match the child’s needs and be communicated to
them in a way that they understand and which is meaningful.
Pre-empting changing needs. By knowing the individual preferences, likes and dislikes, triggers or early
signals that indicate changing needs, we can adapt our practice.

●

Managing change and transitions, Unfamiliar sounds in the environment, unfamiliar people or
situations, change in routine, unfamiliar physical contact or sudden movement can all trigger feelings of
fear. Sometimes just a lack of safety cues can trigger a defensive response. Changes can be large and
small, even transitions such as moving from activity to activity may need to be supported.

Connection
We are biologically social creatures. To optimise our mental health and success we need to be able to socially
engage. Connection can be considered on several levels; to the place, the curriculum, the adults and the
children.
Developing a sense of connection and belonging is vital in terms of the development of social skills and
understanding, a positive sense of self and agency.
We need to take care that we are truly connecting with children at their level and in a way that is meaningful to
them. It is about them feeling a connection that they associate with emotional significance.
Authenticity is key. Children want to know that you are being you and that you genuinely want to connect with
them. They may feel anxious if they feel you are trying to be something you are not. Verbal and non verbal
communication need to match.
Helping to connect with children (PACE):
Playfulness – is about creating a feeling of lightness and interest when you communicate. An open,
ready, calm, relaxed and engaged approach. Playfulness allows children to cope with positive feelings.
Being playful isn’t about being funny all the time. It’s about helping children be more open to and
experience what is positive in their life, one step at a time. It also gives hope. If you can help the child
discover their own emerging sense of humour, this can help them wonder a little more about their life
and how come they behave in the ways that they do.
Acceptance – is about actively communicating to the child that you accept the feelings, thoughts,
urges, motives and perceptions that are underneath their presentation. Unconditionally accepting a
child makes them feel secure, safe and loved. A fresh start is always offered. The child’s inner life
simply is; it is not right or wrong. Accepting the child’s intentions does not imply accepting behaviour,
which may be hurtful or harmful to another person or to self. The child does not feel judged nor
criticised.
Curiosity – is showing the child that you are interested in what is going on for them and are willing to do
something about it. It is important to use a quiet, accepting tone that conveys a simple desire to
understand the child: this is not the same as agreeing with their perception of the event but shows your
interest in understanding it and accepting the feelings that were involved. Adults should try to avoid
asking “Why?” and instead might ask:
○ “Is it ok if I share my idea of what is going on for you?
○ “What do you think was going on?”,
○ “What do you think that was about?”
○ “I wonder what…?”
○ “I imagine that…”
○ “I noticed that….”
Empathy – is when you are showing the child that their feelings are important to you, and that you are
alongside them in their experience. You are showing that you can cope with the strong emotions with
them and you are trying hard to understand how it feels. Understanding and expressing your own
feelings about the child’s experience can often be more effective than reassurance.

Understanding
Children who have had interruptions in their emotional development that have impacted on their ability to
develop and maintain trusting relationships can have difficulty understanding and processing their emotions in
order to regulate themselves.
Difficulties with relationships are often associated with literacy difficulties and / or language impairment and so
it is important to assess language and literacy needs alongside a child’s relational needs.
Executive functioning difficulties can have a significant impact on the child’s capacity to learn and may go
unrecognised. Children may also have a difficulty with social skills which has arisen due to a lack of social
learning opportunities.
Sensory needs can have a significant impact on all areas of life and can most definitely influence behaviours
and presentation. Children with sensory needs can be hyper or hypo sensitive.
We understand that each of our children will experience challenges that are unique to them and we will adjust
our responses accordingly. Our school is committed to research based approaches and our training and
induction processes ensure that staff have the tools to understand the children they support.
Care
Repeated experiences of being cared for, loved and soothed enables the child to feel good about who they are
over time, effective, worthy of attention and able to calm themselves.
Helping to care:
●

●

●

Showing them that you care. Notice things about them (a new coat, haircut or pencil case) and
remember details about them including birthdays, interests, favourite sporting teams or bands. Let
them know that you are thinking about their basic needs. Keep them warm, sheltered and if appropriate
provide them with food and drink.
Holding them in mind. Let them know that you think about them even when they are not with you.
Finding regular opportunities to let them know they were in your thoughts is important in enabling the
child to understand that relationships can be secure.
Seeing every interaction as a possible intervention. Letting them feel that we care so much that we
want to take every opportunity to let them grow and develop.

Part Two: Responding and Regulating
“I have come to a frightening conclusion that I am the decisive element in the classroom. It’s my personal
approach that creates the climate. It’s my daily mood that makes the weather. As a teacher, I possess a
tremendous power to make a child’s life miserable or joyous…. I can humiliate or humour, hurt or heal. In all
situations, it is my response that decides whether a crisis will be escalated or de-escalated and a child
humanised or de-humanised.”
Haim Ginott, Teacher and Child. (1972)

It is normal for children of all ages to be playful, challenge authority and to test boundaries. Most children will
at some point overstep a boundary and will need reminding about agreements and expectations. Our
relationships, and the relational skills we utilise should be our first port of call at these times.
It is important to be mindful of the additional barriers that many of our children have and the impact this has on
their stress regulation system. They may have a narrower window of tolerance than is typical and so the
frequency with which they enter a state of fight / flight / freeze may be higher.
It is at these points that our children will need repeated experiences of safe adults alongside them, supporting
them to feel secure in order to support the development of their own regulation systems and expand their
window of tolerance over time.
Sometimes, when a child is experiencing strong emotions the resulting behaviours may not be safe. In these
circumstances, making the situation safe should be the primary objective.
The approach described in ‘Developing Relationships’ continues to be the essential foundation of ‘Responding
and Regulating.’
When responding and regulating to the needs of a child whilst they are experiencing strong emotions, we must
remain steady within our own self; to be aware of our own hooks and triggers, which may bring about
emotional responses that might impact upon the effectiveness of our support. Learning to put our own ego
aside and focussing on the needs of the child is helpful in the moment.
As we begin to respond and regulate, it is important to go in with an open mind. The role is to learn about the
child’s perspective, to de-escalate and to help them to become regulated and safe. If you go in with an
intention in mind, it may not transpire to be aligned with the needs that you are about to learn about.
The strategies laid out below are based on latest research. It is suggested that the order is the most ideal flow
in helping a child to become regulated but there are situations where using the strategies ‘out of order’ is
appropriate if the individual circumstances make this an appropriate response.
Although the approach can assist the development of new trusting relationships, it is often most effective when
it is carried out by adults who already have strong and positive relationships in place.
Strategies to support:
●

●

Attunement. Meeting the child’s emotional intensity at their level, mirroring and matching to connect
with them in their pain or their joy. We do not rush to calm and instead understand that calming can
only come after attunement. We are assessing, listening, observing and making sure that the child
knows we are there, that we understand them and their state through our reflection of their emotions.
We listen and assess before we respond.
Accepting and Validating. Validating how the child is experiencing an event, even if it is very different to
how you have / would experience it. We try to understand their story through their lens. We do not try to

●

●

distract or persuade the child out of having the feelings they are experiencing, rather affirming,
understanding and recognising those feelings. It is important to be open and curious. It can be helpful
to retell the story back to a child; explaining what you have heard and letting them know that their
feelings and emotions have been heard. This is not the time where we try to correct or reframe their
view of the experience, which comes later. An example of accepting and validating is:
○ Child: “I am rubbish at Maths”
○ (Instinctive Reassuring Response: “That’s not true. You are good at Maths.”)
○ Accepting and Validating Response: “I hear that you feel that you are not good at Maths at the
moment; that must be hard for you.”
Containment of feelings. Being able to stay in relationship alongside a child, whilst they are
experiencing intense feelings and emotions. Some behaviours that may be displayed could be aimed at
pushing adults away. By demonstrating that we can bear these strong feelings will deepen the trust
between the child and the adult. Some describe this as the child consciously / unconsciously confirming
whether the adult will continue to be there for them and will continue to like them, even after they have
shared their strong feelings with them.
Soothing. Soothing in conjunction with addressing the other relational needs above, can develop stress
regulating systems in the brain which control the body’s defence pathways. This is where we
demonstrate emotional co-regulation by soothing their distress and allowing them to decompress. For
each child this may look different and will take different amounts of time but all young people need
repeated experience of being soothed with and alongside others before they can learn how to self
soothe:
○ Physiological regulation; movement, walking, breathing (e.g. four/seven breathing).
○ Co-relational regulation; to be able to spend time with an individual with whom they have a
close relationship with.
○ Cognitive regulation; the adult thinking out loud and supporting the child to see the sequence of
solution focussed thinking; e.g. offering a sorting / making activity might engage their thinking
brain so that emotions and feelings can begin to be processed.

A Personalised Approach
There is no universal script or approach that will work with all young people. How we develop relationships and
learn about preferences, interests, and successful strategies is critical to ensure our responses are the right
ones for the individual we are supporting.
As we learn about the elements that make the support of each individual successful, we record these using the
Relational Support Plan. In addition, our Individual Safety Plan allows a bank of strategies to be built and
shared so that our responses can be personalised in order to prepare and learn about what practice will be
most effective prior to being in the moment.
Restrictive Physical Intervention
Restrictive Physical Intervention is a last resort and should only be used when there is no practicable
alternative and when it is wholly necessary to prevent a greater or more significant harm.
Restrictive Physical Intervention must be reasonable, proportionate and necessary and must never be used as
a punishment: It should only be used if there is an immediate and significant danger to children, staff or school
property.
Restrictive Physical Intervention must only be used if all other strategies have failed. It must neither be
threatened nor employed in a punitive manner, nor to force compliance with staff instructions and should never
use more force or last longer than the minimum that is required.
It is important to understand the impact of using Restrictive Physical Intervention can have on the stability of
relationships and on the emotional state and development of the child.

Types of incident where the use of Restrictive Physical Intervention may be necessary fall into 3 broad
categories:
1) Action due to imminent risk of injury
2) Action due to developing risk of injury or significant damage to property
3) Action where a student is behaving in a way that is compromising good order and discipline
Restrictive Physical Intervention may be used where a student is on school premises or elsewhere in the
lawful control or charge of a staff member and must be reasonable, proportionate and necessary to the
circumstances.
Permissible physical interventions
In line with our Team Teach training, the following strategies may be employed:
●
●
●

standing or seated holding or guiding techniques to prevent a student from carrying out an attack to
people or property
guiding a student away (one or two staff standing to the student’s side to escort away from a volatile
situation).
In extreme circumstances more restrictive holds may be used

Involvement of Police
There may be occasions when an incident is / has been significant and that staff consider whether to contact
the police for support. There are occasions when this is absolutely appropriate and necessary but equally,
careful thought should always be given to the decision.
When viewed through the context of the significant barriers that many of our young people already have to
achieving a happy, safe and fulfilled adulthood, we should be mindful of the additional barrier that
criminalisation and involvement with the criminal justice system can become.
Research has shown that once a child becomes ‘known’ to the police and the criminal justice system, the
chances of them progressing to commit further crimes increases significantly.
We know that the sometimes complex needs, early childhood experiences and diagnosis of our young people
are often significant factors in the situations that lead to their involvement with the police and criminal justice
institutions. Often, a relational approach, such as the one outlined in this policy represents the best
intervention to avoid incidents becoming long term patterns of behaviour.
The National Police Chief’s Council has produced guidance which will be referred to when considering whether
to contact police.

Part Three: Repairing and Restoring
“Too often we forget that discipline really means to teach, not to punish. A disciple is a student, not a recipient
of behavioural consequences.”
Daniel Siegel and Tina Payne Bryson - The Whole-Brain Child. (2012)

Whilst our relational approach leads us not to challenge many behaviours in more traditional ways in the
moment, its effectiveness is reliant upon us having high quality restorative conversations to Repair and
Restore after the event. If this component is not present, positive change is unlikely to occur.
These conversations, which are designed to help our students to understand the impact of their behaviours
and what they might do differently in the future are essential. We acknowledge that by removing some of the
more traditional sanctions / consequences, we must ‘fill the space’ with a high quality alternative. To not do so
risks our children failing to feel the containment that is so critical to their regulation and progress.
When you have had to ‘Respond and Regulate,’ it is important to ensure that there is an effective follow up of
‘Repair and Restore.’ The timing of this part of the process is sensitive. It is important that enough time has
passed to ensure that the child is soothed and regulated, however we don't want too much time that the young
person struggles to remember the event.
For children with additional communication needs, attachment insecurities or other barriers, the support they
receive to repair relationships is vital to their success.We are providing a learning experience which has the
power to challenge the perception that relationships do not last or are not worth having.
We must work to ‘Repair and Restore’ using empathy and compassion. We should expect that the child may
expect the experience to be a negative one and so may put in place barriers or defence mechanisms to protect
themselves. We want to break the cycle that they have experienced previously but this can take time and must
be done in a way and at a pace that they can manage.
Our relational approaches acknowledge that all behaviour is a form of communication and is often an
indication of an unmet need. Instead of spending time investigating incidents in order to then attribute
sanctions, they seek to explore thoughts and feelings in order to gain understanding and promote repair and
restoration.
We should remember that some of the incidents and behaviours that are likely to be discussed have their
basis below consciousness / have not been chosen by the child and are linked to prior life experiences and / or
neurodiversity.
We want to support reflection, deepen understanding and provide support to develop alternative responses
that are able to meet need in a more positive way next time without causing a sense of toxic shame that is so
often the consequence of an incident for children who have struggled in school.
Staff engaging in a strong ‘Repair and Restore’ interaction:
●
●
●
●

Are mindful of their relational skills (safety cues, curiosity, empathy, containment, soothing etc.) as
described in the earlier sections of this policy.
Believes and shows that every individual, regardless of their behaviour, is a worthwhile person who has
a right to be listened to and taken seriously.
Knows there is no one truth about a given situation and is curious about how others see the same
situation, inviting them to tell their story and acknowledging their right to their point of view.
Acknowledges and accepts feelings – does not judge feelings as right or wrong. Attunes to, validates
and contains feelings with care and compassion.

●

●

●

Is reflective about how thoughts, feelings, needs and behaviour are influencing each other, both in
terms of themselves and then others. Is able to hear and express feelings and needs within the stories
they hear and tell.
Has the intention of listening and talking in a way that builds, maintains or repairs relationships in order
to support participants in finding a mutually acceptable outcome or at least a way to cope with the
situation as it is.
Consider where the child is in their development of understanding physical sensations, feelings and
emotions.

Children must feel that they can trust the process to make the situation better and that they will be safe
throughout.
With a trusted adult alongside them exploring, our ‘Repair and Restore’ approach invites and supports the
child to consider:
●
●
●
●
●

What happened?
What were you thinking?
How were you feeling?
Who else has been affected by this?
What do you need, and what needs to happen now, so that we can ‘Repair and Restore’

For many of our children, accessing these questions in a meaningful way is challenging and requires a variety
of personalised approaches..
Personalised Approaches
There are a number of strategies that can help children to access a ‘Repair and Restore’ interaction. In these
cases, the following can be helpful:
●

●

●

●

●

●

Change the environment; it is important to consider the location of the communication; meetings in
offices, particularly with professionals in authority may have considerable associations with previous
traumatic interactions and could cause fear and anxiety. Consideration of the adult letting the child
choose where they would like to meet, or meeting somewhere neutral can be helpful. Often a ‘walk and
talk’ or meeting off site can feel less intimidating.
There can be a preconception that the ‘Repair and Restore’ conversation has to be with certain people;
perhaps with the adult who was most involved in the incident or the most senior member of staff. In
fact, it might be appropriate to allow the adult who has the best relationship with the child to lead on the
process.
It can be helpful to work through others. For example, communicating with parents / carers and
allowing them to scaffold the conversation at home can be helpful if the child does not yet have a
strong enough relationship to feel able to engage with staff in school.
Preparation and pre-warning can help. If a child knows ahead of time what will be discussed, what the
potential outcomes might be, where it will be held, how long they need to be there and who will support
them, they will feel empowered to engage more readily.
Changing the format can help. A conversation is a complex interaction and may be too difficult. An
exchange of notes or letters, or reflections through visuals or creative processes such as art / crafts,
role play or comic strips can make an interaction more accessible for some.
Group meetings and conversations can help some children. Whilst this may need support, it can be
incredibly powerful in assisting them to own and be accountable for their own responses.

Learning for the Adults
It is critical that the ‘Repair and Restore’ process is not solely about reflection on the part of the child. There
will almost always be learning on the part of the school and of individual staff. Staff should model humility and
where appropriate, share what they feel they might do differently next time as part of the process.
This policy sets out the support that will be afforded to our children when they experience difficulties. It is
acknowledged that staff may also need support as part of their own ‘Repair and Restore’ processes. The
school takes this responsibility seriously and has invested significantly in structures and processes that offer
the support that they need.
Sanctions / Consequences
We do not believe in punitive sanctions or punishments. Research shows that they do not change behaviours
and can reinforce the feelings that a child is not good enough, is not worthy and should feel shame. These
feelings and emotions are not helpful in promoting meaningful learning over time and do not support the
development of skills.
There are times where it is appropriate however, to consider natural consequences. A natural consequence is
where a child is helped to understand the natural consequences to them in terms of the effect a particular
behaviour has on themselves or others.
Examples of natural consequences, applied through the approaches detailed within ‘Repairing and Restoring’
include:
●
●
●

●

●

●

If something is broken, it is no longer available for use.
Where damage or disruption to the school environment has been caused by a child, then assisting to
put this right is a useful consequence that could aid learning.
If a child’s behaviour causes harm to someone else, an attempt to restore and repair may be an
appropriate natural consequence but it is important to ensure this is genuine and not forced. A child
being encouraged to apologise when they do not understand or agree with doing so has little value.
If a child’s presentation whilst learning in a particular context was judged to be unsafe, the school may
make adjustments to their timetable to ensure that they can be more safe; e.g. if a child is not safe
whilst in school transport, their Individual Safety Plan is updated to allow for a period of time where they
do not travel in school transport and instead focus on developing skills so that they can do this again
later.
If a child is misusing school equipment (e.g. craft scissors, kitchen knives, IT equipment) and the result
is that there is risk or harm or of disruption to learning, a temporary period whereby they do not have
access to the equipment might be considered (whilst understanding the importance of always
prioritising learning how to use equipment safely in the longer term).
If a behaviour causes concern, staff may choose to call parents / carers to inform them of the
behaviour. This is not to punish or humiliate the child but to facilitate good communication and a
consistent approach to support the child to develop their skills.

Appendix 1
Our Planning Documents
The Relational Support Plan
The school’s Relational Support Plan is a critical tool for managing and planning for different aspects of
support, ensuring that everyone is working consistently and predictably together and that the support given
throughout the child’s day at school is joined up.
Our Relational Support Plans include:
●
●
●
●
●

Details of a team of people who will be supporting the child.
How the relationship needs of the child will be met through experiencing protection, connection,
understanding and care.
The child’s strengths, qualities and interests.
Strategies that will aid the development and maintenance of strong trusting relationships.
Guidance on how the child will need to be supported when ‘Repairing and Restoring.’

The Individual Safety Plan
Given that it is important to ensure that the school maintains the health and safety of its environment and its
staff and children, all children have an Individual Safety Plan.
Where it is known that the child may require additional help and support to manage their feelings and
emotions, details of how staff should work when they ‘Respond and Regulate’ to incidents of distress and
dysregulation are detailed here.
Based on our strategy of providing personalised responses, these documents detail the individual strategies
that support the individual needs and support the team in providing the responses that are most appropriate in
any given situation.

Both documents are considered to be live and can be updated at any time. The processes in place post
incident will often suggest or direct a staff member to review either or both of these two planning documents to
ensure that they remain current as circumstances change.

Appendix 2
Post Incident Process
Incident Recording
It is critical to record incidents promptly and accurately to ensure that there is sufficient reflection and learning
in the period afterwards. It is by observing and recording carefully that we start to see patterns over time, can
start to understand the thoughts and feelings that are behind some of the behaviours that we see and can
work to offer the appropriate support in response.
Using BridgeLink, staff record their observations and according to the nature of the incident, it is considered as
one of the following categories. The categories allow for analysis depending on the nature of the incident and
to allow for staff to differentiate and respond according to the level of need that is being communicated.
Level One - Distress

Challenges that are very real for the child themselves but do not
significantly impact on others.

Level Two - Disruption

Behaviours develop that begin to interrupt the learning of others (may
include lower level damage).

Level Three - Damage

Significant disruption to learning and safety caused by damage to
property.

Level Four - Dangerous

Significant disruption to safety caused by risk (or actual harm) to children,
staff or others.

Level Five - Crisis

Incidents that are actually or potentially critical (potentially life ending /
potential for life-long impact).

Post Incident Review
After an incident, there are a number of processes which must take place in order to ensure that the
appropriate responses have been made, that sufficient support has been provided to the children and the team
around them so that everyone can learn and move forward towards improved outcomes. The amount of follow
up work is dependent on the level of incident. The diagram below shows the post-incident review that occurs
for incidents, depending on which of the five above categories that have been used to describe it.

Monitoring over time
As well as the learning and reflection that occurs after each individual incident, it is also important to analyse
over time, so that patterns can be explored and further adjustments for support and provision can be arranged.
To this end, each child is assessed according to their individual need and presentation and is reviewed
proportionately by the school as part of their graduated response.
Description of Presentation

Nature of Review

1

Incidents occur less than fortnightly and
only ever at L1 or L2.

2

Incidents occur less that weekly and are
mostly L1, L2; any L3 incidents are not
routine / regular.

3

Incidents occur more than once a week
and may include some L3 incidents; any
L4 incidents are not routine / regular.

Incident data requires analysis fortnightly. Curriculum Coordinators
assist Base teams to improve engagement with the school’s
expectations.

4

Incidents occur multiple times each week
and are often L3 / L4. The placement is
successful but more intervention is
required to further stabilise.

Incident data requires analysis weekly. A member of SLT will assist
Base teams and Curriculum Coordinators to improve engagement
with the school’s expectations. Discussion with our Clinical
Psychologist will be considered.

5

Incidents are common and create a
worrying trend which significantly impacts
the safety and learning culture of the
school. The placement requires
significant attention in order to stabilise.

Incident data requires analysis more than weekly. The Head
Teacher will assist Base teams and Curriculum Coordinators to
improve engagement with the school’s expectations. Discussion
with our Clinical Psychologist will be considered.

Incident data is reviewed as part of the school’s half termly data
analysis routine. Early warning signs are reviewed so that early
intervention can be put in place pro-actively. Base teams lead
appropriate responses.

Our Graduated Response
The principles of how we respond to individual incidents is outlined above within the ‘Repairing and Restoring’
and ‘Post Incident Review’ sections above. However, as part of the wider monitoring over time of incidents, a
graduated response may be needed in order to make modifications to the provision we offer our children.
It is important that these modifications are proportional to the individual context and that when they are
required, they are actioned as promptly as is practicable.
Responses include:
●
●

●
●
●
●
●
●
●

●
●
●
●

Making changes to the peer group, staffing ratios or staffing personnel that are involved in supporting
the child.
Adjusting the timetable, learning approach or planned activities to further maximise chances of
success. In some cases, a full or partial return to our ‘Overcoming Barriers’ curriculum approach may
be required.
Providing additional 1:1 or small group time to work on the skills needed to manage learning time
effectively.
Offering enhanced leadership oversight or more time with staff who know them best.
Accessing additional / specialist advice with regard to understanding needs. For example, discussion
and planning with a Clinical Psychologist or other relevant professionals.
Additional staff training to improve the quality of the support provided.
Increased partnership working with parents / carers to increase the effectiveness and alignment of the
chosen approaches.
Increased multi-agency involvement to increase the support provided to the child and the adults around
them. For example, support from children’s social care, mental health professionals or the police.
Partnerships with specialist external providers (suitably safeguarded) to offer approaches and support
that the school cannot offer in house - e.g. off site therapeutic youth work, specialist forest school
activities or particular learning activities that will engage and regulate.
Outreach from staff to offer intervention and support in the community which may, in some cases,
reduce the triggers that may be present within the school environment.
Emergency Annual Review to allow for multi-professional review and planning.
Fixed term exclusion to provide time to reflect and plan for a successful return where needs can be
better met.
Permanent exclusion as an absolute last resort where there is no practicable alternative.

Flexible Arrangements
When considering the use of individualised, creative, planned packages of support that may include time with
off site partners in order to prevent exclusion, decisions need to be made with consideration of the views of the
child, family and partner agencies.
In these cases it should be made clear what the purpose of these alternative packages is :
●
●
●
●

What needs are being met that cannot be met in school?
What outcomes are being worked towards and how is the provision meeting these needs?
How will the child remain connected to the school?
How will they reintegrate into school?

It is vital that adults from school maintain their relationship with the child and that when the child returns they
will return to a setting which is able to meet their needs and welcomes them back.

Exclusion
A fixed term exclusion is only to be used as a last resort and should be a proportionate response where there
is no alternative. In the rare circumstances where a fixed term exclusion is considered, we always carefully
consider the purpose of the exclusion and the impact that it will have on the child.
A fixed term exclusion should be a short term measure with the aim of improving outcomes. It should enable
further planning and assessment and provide an opportunity for reflection for both the child and staff involved.
Relational approaches as those outlined in this policy should be used to guide and support a child's return to
school.
We do not advocate the use of permanent exclusion. However, we also recognise that there may be
exceptional circumstances where a child is not able to have their needs met in our school or where our school
cannot guarantee the child’s or other children’s safety.
The decision to exclude a child, either temporarily or permanently is made by the Head Teacher. It will be for
the Head Teacher in liaison with the SLT to determine the length of the fixed- term exclusion (up to 45 days in
any one year) on the basis of facts relating to the specific case.
A second exclusion for a similar offence may well be for a longer term than the first. All exclusions are
recorded in writing with copies of the letter being sent to all relevant parties, including the local authority, within
24 hours.
Further details regarding the use of exclusion can be found in our Exclusions Policy.

Involvement of the Governance Team
To ensure effective and timely support and governance from the Group Support Team, the school will escalate
details about incidents that have occured to (in the first instance) the Operations Team.
Depending on circumstances, the Group Support Team will become available as a source of support to ensure
the effective management of the more complex incidents.
Details about the timeliness and process for this escalation is detailed in the ‘Escalation of Significant Events
Policy’
More generally, the nature and prevalence of incidents and the effectiveness of the school’s relational
approach will be reviewed as part of the school’s quality assurance and governance procedures.

Appendix 3
Practical Strategies / Top Tips
●

●

●

●

●

●

●

●

●

●

●

Some situations that we support can provoke feelings of anxiety or stress within ourselves. As adults,
we set the tone. If we feel as if our own emotions and feelings are building to a point where we are
unable to effectively offer the support that a child needs in that moment. Equally, a child may have a
preference to be supported by someone different. It is important that we, without ego, recognise this
and make arrangements to swap with someone else.
There are occasions when responding to a situation where you will need additional support. It is often
helpful to have support and guidance from a colleague with more experience or who has a deeper
relationship with the child.
In managing some situations, through the adults wanting to support and help each other, you can reach
the situation where you have ‘too many cooks.’ It is important to have clarity about who is leading and
who is there to support and to not have more adults involved than are required. The person taking the
lead could, in a conversational manner, let other adults know what is needed from them... which could
be asking them to leave.
It’s okay not to get things right every time. On occasions, your well intended efforts to support an
individual may not have the desired effect. You may misread a situation or misatune. This is okay. It is
important to demonstrate humility and model that when things go wrong, you sometimes need to try
again.
Removing the audience can have a massive impact on the success of supporting an individual when
they are distressed or dysregulated. Being around others whilst you are not in control can bring about
feelings of shame, embarrassment, and anxiety. Providing privacy, dignity and a sense of safety is
critically important. The ‘audience’ could be considered as other young people or the number of adults
who are present.
It can be tempting to feel like you could only be effective if you are doing something. It is important to
remember that sometimes what you don’t do is just as important. Providing space and time for
messages and communication to be absorbed and understood often requires periods of purposeful
inaction; sometimes less is more.
When supporting a child, it is often helpful to start by reviewing whether their basic needs are met.
Often early signs of distress and dysregulation can be rooted in unmet needs in areas such as
tiredness and fatigue, pain, feelings of hunger or thirst, feeling too hot / too cold or experiencing
sensory overload. If through your relationship and knowledge of them, you are able to adjust the
environment by opening a window, providing a drink or snack, turning down the volume on a device or
intervening in any other way to meet their sensory needs, it can be very impactful.
Communication is key. Whenever anxiety is high and a child is in a distressed state, their ability to
socially communicate will be reduced in comparison to what is typical for them and will often
misinterpret social cues. We should not expect them to be able to engage or process our
communication intentions. Visual or written prompts, in line with their communication needs may help.
It is important to allow children to communicate. Whilst it is important to reassure them that you are
actively listening and engaged with them, care should be taken not to interrupt their flow. It is often
unhelpful to interrupt or to ‘argue back’ when they are expressing their feelings. Even when you might
feel you want to correct or reframe some of the comments through attunement and regulation, it is
important to choose the moment for this carefully.
It can be helpful to refer back to our school expectations when supporting a child who is becoming
distressed or dysregulated. It helps them to feel a sense of containment by reminding them that there is
a structure and there are boundaries. It should be remembered that all of our relational responses to
young people should relate back to our expectations. Many other schools choose to ‘challenge’ young
people on a huge number of fronts, including on matters around what they wear, how they style their
hair, how they sit in lessons etc. Our expectations are few in number and are very simple and clear;
care should be taken not to deviate or create ‘new rules’ in the moment, in an unpredictable way.
Distraction and humour can be useful in the moment but we must remember that our intention is
always to help our children to learn the skills to regulate and process their thoughts and feelings.

●

●

Distraction or humour might help in the short term that can lead to thoughts and feelings remaining
unprocessed.
When responding to an incident, the primary behaviour can be followed by secondary behaviours. To
understand the function of the behaviour, it is useful to revisit the primary behaviour. For example, if a
child leaves a classroom and then progresses to pace around the school causing damage, it is most
helpful to understand why they left the classroom first, before addressing the others subsequent
behaviours.
Whilst there might be occasions when we need to become louder to attune to young people, this
should not be confused with shouting. Many of our young people will have had previous negative
experiences of shouting and there are likely to be associations with significant life events that are likely
to have been negative. Shouting is likely to threaten the relationship and bring an end to the trust and
safety that is present between the child and the adult.

Appendix 4
“Repair and Restore” Framework
This proforma acts as a prompt for staff to enable the child to learn about themselves and others after an
incident has occurred. It is helpful to communicate explicit safety cues and have the PACE framework at the
forefront of your mind at any stage of this process.
The more the process feels like a collaborative conversation and curious exploration that the child is able to
reflect and contribute to, the more they will be able to learn from the experience.
What happened?
Allow the child to tell their story, listening with genuine curiosity and without judgement by:
●
●
●
●

Mirroring – facial expression, body language, tone of voice, attuning to mood.
Accepting and validating the child’s experience and feelings.
Reflecting back what you hear in manageable chunks and with a structure which aids understanding.
Soothing. Using soothing (not cross) tones.

What were you thinking and how were you feeling?
Some children will find it hard to answer these questions and will need support to help them to integrate their
feelings, emotions and thinking through:
●
●
●

Listening and responding empathically, wondering aloud.
Starting where the child is at developmentally. Explore physical sensations and name possible
emotions.
Letting the child know that you ‘get it’ (big behaviour usually means big feelings) by accepting their
feelings and letting them know that they are valid.

Who else has been affected by this?
Explore what effect this might have had on other people. If appropriate, use activities to help the child to see
things from other people’s perspectives: upon your own experience or experiences you’ve heard about from
others.
●
●

Stories and role play can support empathy. Wonder aloud to aid understanding.
Pictures and photographs, drawings and cartoons can help the child see other perspectives.

What do you need, and what needs to happen now so that the harm can be repaired?
To reinforce the collaborative nature of the process it can be helpful to ask: “how can we put right the harm
caused?” or “what have we learnt from this experience?”
This is about reparation in its widest sense. Apologies and restorative actions can be a part of this and can
help children to move on, but they are not the goal and are not always appropriate at that time. What does the
child need in order to move forward?:
●
●
●

Short term intervention to help to keep them safe, particularly in managing specific situations /
transitions that they may find tricky.
Support, mediation and a structure to enable the repairing of relationships.
Reassurance that school provides a structure in which they can feel safe, and that everyone is working
to try to ensure that the same thing won’t happen again.

Appendix 5
Screening and Searching of Students
Although rarely required, the school has provision for responding to risks that may require the screening and
searching of students. Where screening and searching is required, it will be done so in the spirit of the
relational approach described within this policy.
The following guidelines have been taken from ‘Screening, searching and confiscation advice for Head
Teachers, School Staff and Governing bodies (DfE February 2014, updated September 2016).
________________________________________________________________________________________
It is a criminal offence to bring a knife or other weapon to school and the DES announced in October 2006 that
a school has power, without any new legislation, to require students to undergo screening, when the school
does not have reasonable grounds for suspicion. Legislation enabling searches on suspicion came into force
in May 2007.
The main ways to keep knives out of schools continue to be educating young people in better behaviour and in
the dangers of illegally carrying a knife, but in addition, school staff are permitted to search a student, with
consent, as part of their authority to discipline.
The power to screen without suspicion helps to deter students from carrying a weapon in the first place. The
statutory search power, under education law, allows schools to search without consent, though within a range
of safeguards. Schools retain the option of calling the police, who may decide to conduct a search.
Screening – What the law allows:
• Schools can require students to undergo screening by a walk-through or hand-held metal detector (arch or
wand) even if they do not suspect them of having a weapon and without the consent of the students.
• Schools’ statutory power to make rules on student behaviour and their duty as an employer to manage the
safety of staff, students and visitors enables them to impose a requirement that students undergo screening.
• Any member of school staff can screen students.
Also note:
• If a student refuses to be screened, the school may refuse to have the student on the premises. Health and
safety legislation requires a school to be managed in a way which does not expose students or staff to risks to
their health and safety and this would include making reasonable rules as a condition of admittance.
• If a student fails to comply, and the school does not let the student in, the school has not excluded the
student and the student’s absence should be treated as unauthorised. The student should comply with the
rules and attend.
• This type of screening, without physical contact, is not subject to the same conditions as apply to the powers
to search without consent.
Searching with consent – schools common law powers to search:
School staff can search students with their consent for any item.
Also note:
• Schools are not required to have formal written consent from the student for this sort of search – it is enough
for the teacher to ask the student to turn out his or her pockets or if the teacher can look in the student’s bag or
locker and for the student to agree.

• Schools should make clear in their school behaviour policy and in communications to parents and student’s
what items are banned.
• If a member of staff suspects a student has a banned item in his/her possession, they can instruct the
student to turn out his or her pockets or bag and if the student refuses, the teacher can apply an appropriate
punishment as set out in the school’s behaviour policy.
• A student refusing to cooperate with such a search raises the same kind of issues as where a student
refuses to stay in detention or refuses to stop any other unacceptable behaviour when instructed by a member
of staff – in such circumstances, schools can apply an appropriate disciplinary penalty.
Searching without consent – what the law says:
What can be searched for?
• Knives or weapons, alcohol, illegal drugs, and stolen items; and
• Tobacco and cigarette papers, fireworks, and pornographic images; and
• Any article that the member of staff reasonably suspects has been, or is likely to be, used to commit an
offence, or to cause personal injury to, or damage to property; and
• Any item banned by the school rules which has been identified in the rules as an item which may be
searched for.
Can I search?
• Yes, if you are a Head Teacher or a member of school staff and authorised by the Head Teacher.
Under what circumstances?
• You must be the same sex as the student being searched; and there must be a witness (also a staff member)
and, if at all possible, they should be the same sex as the student being searched.
• There is a limited exception to this rule. You can carry out a search of a student of the opposite sex to you
and without a witness present, but only where you reasonably believe that there is a risk that serious harm will
be caused to a person if you do not conduct the search immediately and where it is not reasonably practicable
to summon another member of staff.
When can I search?
• If you have reasonable grounds for suspecting that a student is in possession of a prohibited item.
Also note:
• The law also says what must be done with prohibited items which are seized following a search.
• The requirement that the searcher be the same sex as the student and that a witness is present will continue
to apply in nearly all searches. Where it is practicable to summon a staff member of the same sex as the
student and a witness then the teachers wishing to conduct a search must do so.
Authorising members of staff
• Head Teachers should decide who to authorise to use these powers. There is no requirement to provide
authorisation in writing.
• Staff, other than security staff, can refuse to undertake a search. The law states that Head Teachers may not
require anyone other than a member of the school security staff to undertake a search.
• Staff can be authorised to search for some items but not others; for example, a member of staff could be
authorised to search for stolen property, but not for weapons or knives.
• A Head Teacher can require a member of the school’s security staff to undertake a search.
• If a security guard, who is not a member of the school staff, searches a student, the person witnessing the
search should ideally be a permanent member of the school staff, as they are more likely to know the student.

Training for school staff
• When designating a member of staff to undertake searches under these powers, the Head Teacher should
consider whether the member of staff requires any additional training to enable them to carry out their
responsibilities.
Establishing grounds for a search
• Teachers can only undertake a search without consent if they have reasonable grounds for suspecting that a
student may have in his or her possession a prohibited item. The teacher must decide in each particular case
what constitutes reasonable grounds for suspicion. For example, they may have heard other students talking
about the item or they might notice a student behaving in a way that causes them to be suspicious.
• In the exceptional circumstances when it is necessary to conduct a search of a student of the opposite sex or
in the absence of a witness, the member of staff conducting the search should bear in mind that a student’s
expectation of privacy increases as they get older.
• The powers allow school staff to search regardless of whether the student is found after the search to have
that item. This includes circumstances where staff suspect a student of having items such as illegal drugs or
stolen property which are later found not to be illegal or stolen.
Searches for items banned by the school rules
• An item banned by the school rules may only be searched for under these powers if it has been identified in
the school rules as an item that can be searched for.
• The school rules must be determined and publicised by the Head Teacher in accordance with section 89 of
the Education and Inspections Act 2006 in maintained schools. In the case of academy schools and alternative
provision academies, the school rules must be determined in accordance with the School Behaviour
(Determination and Publicising of Measures in Academies) Regulations 2012. Separate advice on school rules
is available in ‘Behaviour and Discipline – advice for Head Teachers and school staff’.
• Under section 89 and the School Behaviour (Determination and Publicising of Measures in Academies)
Regulations 2012 the Head Teacher must publicise the school behaviour policy, in writing, to staff, parents and
students at least once a year.
Location of a search
• Searches without consent can only be carried out on the school premises or, if elsewhere, where the member
of staff has lawful control or charge of the student, for example on school trips in England or in training
settings.
• The powers only apply in England.

Appendix 6
Research Based Practice
The Spaghetti Bridge Group is committed to research based practice and as such, lists its references below to
facilitate further reading, as appropriate.
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