
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

A child centred approach to supporting children through change and transition 

 

 

A report on the Accompanying Project Pilot 

James Vaughton 

 

“The work of Bath YFC and its 'Accompanying Project' has had a massive impact upon not 

only vulnerable individual children, but St Michael's as a whole.  The support from the Bath YFC 

mentors that some of our most vulnerable children have received has been invaluable in raising 

their self-esteem and confidence - which has had a resultant effect upon their studies.  

Furthermore, the school has welcomed the input by Bath YFC as a whole as well as the activities 

that they have undertaken (especially the cooking!).  I am looking forward to further links and 

support with Bath YFC and both the children and I are grateful for the support.” 

(Mr Dave Goucher – Head Teacher, St. Michael’s Primary School, Twerton, Bath) 
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Accompanying Project Report Summary 

The aim of this study is to assess the impact of a multi-disciplinary approach to supporting 

children and young people over the course of one year as they go through their final year of Key 

Stage 2 and enter secondary school and Key Stage 3.  The approach, for the purposes of this 

project, has been named ‘Accompanying’.  The three areas of practice that make up the 

approach are one-to-one mentoring, group work and support through transitions.  As this report 

will make clear, these three approaches will at times come together.  So for example, transition 

support may have taken place in both the context of a one-to-one meeting as well as a group 

context.  Mentoring happened in pairs, groups and with individuals.  The key values that infuse 

all interventions are that the child and their needs are at the centre and that building a 

relationship of trust and regarding that relationship as the foundation for change is vital.  The 

Accompanying Project is not a programme, though programmes may be used to serve the needs 

of the child, it is first and foremost about building a relationship that makes a difference with a 

child.  The Accompanying Project is a way of working. 

The report concludes that mentoring, positive activities with peers and support through 

transition can make a significant difference to children in their formative years.  Importantly, the 

pilot project made clear that if the child is to be central to the work, and the relationship 

between accompanist and accompanied child is the foundation for change, then the work needs 

to be flexible and the worker willing to adapt and think creatively.  This will help ensure that the 

child, rather than a process, remains at the heart of the work. 

Finally, the report makes clear that the opportunity to reflect is a vital part of the process; for 

the worker, the child and others involved in the project.  This reflecting will provide support and 

accountability for the worker but also an opportunity for the child to see the journey that they 

have been on during the time of being accompanied. 

 

James Vaughton 2012 

  



 

5 

Aims and purpose of the study 

Bath Youth for Christ has over the last few years offered informal mentoring support to young 

people in the secondary school sector.  During this time working with young people aged 

between 11-13, it has become clear, through conversations with the child, school staff and 

research about transition, that in some cases earlier intervention could have helped the young 

person have greater opportunity in life within their education and the wider community.  It was 

this initial reflection that led us to consider what support those in Key Stage 2 receive when 

facing challenges emotionally, socially and educationally.  This study gives an overview of the 

current support (correct at the time of writing) for children and young people in Key Stage 2, 

within Bath and North East Somerset, and assesses the impact of support using the 

accompanying approach.  Accompanying will be unpacked during the study; however a brief 

definition would be helpful here. 

“Accompanying is hard to define, because it does not set out with a specific situation or crisis to 

address but sets out to build a relationship.  The ethos behind accompanying is that it is positive 

relationships that bring about positive change and transformation in the life of a person.”1  

The main body of the report will outline research methodology and then analyse and discuss the 

finding of the research into our work.  Having done this the study will offer conclusions and 

recommendations concerning accompanying.  The paper will also make some recommendations 

for how to develop the work into the future. 

Limitations of the study 

This study is based on a one year pilot project and so there are limitations to the research.  The 

length of the study, whilst providing a good indication of the impact of support over the course 

of a year, will not be able to provide a longer term impact assessment.  The hope is that this 

research will provide adequate evidence to continue to make the case for continued study of 

this approach to working with children and so enable a study of the longer term impact on the 

child. 

The nature of this approach to working is intensive and time consuming meaning that Bath YFC 

and partners involved in the project have worked with a limited number of children.   The scope 

of the research is deep rather than broad.  Should the research continue it would be helpful to 

extend the size of the sample of children, to provide a more comprehensive assessment of the 

impact of accompanying. 

  

                                                           
1
 Vaughton, J, Accompanying, an attempt to define, 2010 
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Survey of current provision 

The survey of current provision for those in Key Stage 2 identified that there is support and 

intervention for children with the most acute challenges related to, education, disability, mental 

health, child protection, home life and anti social behaviour.  However the support for those 

children who face challenges in their education but who do not have a statement can be limited 

and according to Special Educational Needs Coordinators in the schools where we piloted the 

Accompanying Project , is not enough to cover those who need the support.  This list does not 

include B&NES Social Services who do work with children in this age group for a variety of 

reasons related to their vulnerability.  The following list is not expansive on the nature of the 

work of the different agencies.  In Bath and North East Somerset, where this study is taking place 

there is the following support available to some children (if we have missed any agencies out 

then we apologise): 

 The Compass Project, is part of the Youth Offending Team, where workers provide 

between 3-6 months one-to-one support for children aged 8-17 who are at risk of 

offending.2 

 Barnardo’s offer various universal services that include parent/carer and child groups, 

other social activities and advice and support for families.3 

 Southdown Family Project supports families in Bath and North East Somerset (BANES) 

dealing with issues like physical disability, domestic abuse, sexual violence, substance 

abuse or long-term mental health problems.4 

 Focus Counselling practices person centred therapy with children aged 4 and upwards. 

There is a special therapy room for the children where they can express themselves 

through talking, play, art and writing. Many of the children are facing real difficulties in 

their lives. These include bereavement, divorce, abuse, neglect, bullying, low self esteem 

and depression.5 

 Trauma Recovery Centre (TRC) exists to facilitate the creative, fun and purposeful 

recovery of children facing challenge and crisis. They are a charity that provides play 

therapy and counselling to children.6 

 Off the Record offers a range of services to children in B&NES, including counselling, 

support for those suffering domestic violence and advocacy.7 

 The Breakthrough Project – Delivered by Bath Rugby and funded by B&NES offers 

support for children displaying challenging behaviour.  In their words they, “create 

positive experiences and relationships in order to help young people grow, develop skills 

and realise their full potential.”8  

 Parent Support Advisors (PSA) – Working with both the child and the family from school 

referrals, PSAs work with children facing challenging circumstances at home and school.   

                                                           
2
 http://www.bathnes.gov.uk/communityandliving/youthoffending/Pages/default.aspx 

3
 http://www.barnardos.org.uk/banes/banes_what_we_do.htm 

4
 http://www.south-side.org.uk/ 

5
 http://www.focusbath.com/ 

6
 http://www.trc-uk.org/ 

7
 http://www.offtherecord-banes.co.uk/our_services.aspx 

8
 http://www.bathnes.gov.uk/leisureandculture/sporthealthfitness/Pages/Breakthrough%20Project.aspx 
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In St. Michael’s School in Bath the PSAs work with eighteen families (correct at the time 

of writing). 

 Targeted Mental Health in Schools (TAMHS) – This initiative has provided a nurse in 

some schools with a focus entirely on the mental health of pupils.  This nurse has been 

in addition to the ‘School Nurse’.  Government cuts are impacting the level of delivery 

and in one school where we work the role of school nurse and TAMHS nurse are going to 

have to be combined. 

 Child and Adolescent Mental Health Service (CAMHS) – The Community CAMHS Team 

offer a range of treatments for children and young people (0-18) who are having a lot of 

problems at home and/or school.  Psychiatrists, psychologist, psychotherapists, nurses, 

occupational therapists and family therapists are able to meet children to discuss and 

help with the issues you and your family may be facing.9 

 Special Educational Needs coordinator (SENCO) – Each school has a teacher focused on 

SEN.  In St. Michael’s and Oldfield primary schools they both have a staff member 

employed part-time specifically for SEN.  In the present economic climate the SENCOs 

we worked with said there would be increased pressure on them to work with those 

children in challenging situations.  In St. Michael’s the SENCO said she had been on 

training to develop her professionally and increase her capacity to work with children 

facing challenges around mental health.  One SENCO stated that their workload is likely 

to increase and will need to if the school are going to take up some of the cases that 

other agencies were working with but are no longer able to because of limited capacity. 

 

Current support available for transition from primary to secondary school: 

 All children receive a copy of It’s Your Move – Scripture Union booklet about moving 

school and generic support from the school about the change from primary to secondary 

school.  Normally commences after Easter. 

 2by2 – Delivered by local Christians in Bath, 2by2 run workshops with year 6 children 

moving from primary to secondary school. 

 Learning support is for a small number of children who will receive tours of the 

secondary school, a site map, a ‘buddy’ from an older year group and the school diary 

and timetable as soon as possible before moving to secondary school. 

 Special Behaviour Support (SBS) – Support service for limited numbers of children.  

There are limited numbers of places for more vulnerable children. 

 Fosseway - provided by Fosseway School who have outreach workers who support those 

on the autistic spectrum through transition.  They will normally continue to meet with 

them for a couple of months into year 7. 

The picture presented by school staff in the schools we work in was that they and the agencies 

providing support are already stretched.  The second message was that the impact of the 

current economic climate could mean further reductions in provision. 

                                                           
9
 http://www.1bigdatabase.org.uk/organisations/907-bath-and-north-east-somerset-community-camhs 



 

8 

This very brief overview of current provision for children in Key Stage 2 shows that there is 

support.  It makes clear that the support is rightly focused on the most vulnerable.  However it 

also makes clear that some of that support may be threatened and that there is less support for 

those who are vulnerable but do not face the most acute challenges.   The Accompanying Project 

has set out to work with those who the primary school consider vulnerable because of 

challenging circumstances at school and / or home.  These children when assessed may not be 

able to access some of the interventions outlined above.  Having briefly outlined the 

intervention context in which the Accompanying Project is functioning.  This report now moves 

on to introduce the Accompanying Project, describe how it works and how we have assessed the 

impact of the work. 



 

9 

The heart of the Accompanying Project 

This page outlines the over-arching vision, the aim, desired outcomes and indicators of success 

that underpin the Accompanying Project.  How this is achieved is then unpacked in the rest of 

the report. 

The vision: To see a child be all they can be 

The Aim: To build a positive and meaningful relationship with a child that makes a positive 

difference in the life of the child now and in their future 

 

The Outcomes 

 To build the sense of self-worth of the child 

 To build the confidence of the child  

 To help children and young people connect with their local community 

 To help create greater equality of opportunity for the child 

 To help children have opportunities to socialise and build relationships with peers and 

the local community 

 To support the child during the transition from primary to secondary school 

 To build the resilience of the child 

 To raise the aspirations of the child  

 To provide consistent support to the child through times of transition and challenge in 

childhood 

 

Indicators of Success 

 Expanded friendships – increased confidence in existing as well as new friendships 

 Increased self-esteem and self-confidence 

 The child having less concerns about life in and outside school 

 The child causing less  concern to parents and teachers 

 The child showing a greater interest in school 

 If they have done through the primary/secondary transition; that they are adapting well 

to new routines 
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Accompanying Project Methodology 

Mentoring support 

Working with the primary school and parents (where possible and appropriate) children are 

identified who could benefit from the support of a mentor.  They are linked with a project 

worker who will meet with them weekly.  With the child, the worker identifies activities that the 

child enjoys and that help strengthen the relationship.  During this mentoring time activities 

include time to chat, play board games, read with the child, cook, do craft activities, have a ‘kick 

about’ or any other activity that helps build a positive and meaningful relationship.  As the 

report will make clear there is a general movement from less structured to more structured 

activities and from activities where the goals are ‘easier wins’ to more challenging activities 

where the goal may take several weeks to achieve.  The pace of intentionally moving forward is 

decided by the child and the mentor, where the mentor encourages the child to stretch 

themselves and the child can decide whether it is right to move forward or not.  When working 

with a year 6 pupil the mentoring is expected to take place at least until the end of term 1 in 

year 7. 

Positive group work activities 

Integral to the development of the child is the opportunity for social development.  This is why 

the group work is so important.  If the child is already involved in a local group, e.g. Brownies, 

Cubs, the Football Club, local church or other social activities then the worker notes this.  If 

possible and appropriate (and with the consent of the child and the group concerned) the 

worker may attend the group to observe the child in this setting.  Where the child is not involved 

in local community activities outside school, the workers in each school looked either to link the 

child into an established group or establish something to meet the needs of the child, e.g. a 

lunch or after school activity.  If the worker establishes a new group this activity involves not 

only those who are part of the Accompanying Project but can also be offered to a wider group of 

children from the school. 

Transition support 

Highlighted by the Department of Education (DoE) as an area of difficulty for children from 

households of low Social Economic Status (SES), the transition support is an important part of 

the work.  During the final year of primary school there are opportunities for the child to visit the 

secondary school that they will be attending, on various occasions.  Working with the schools, 

the worker supports this process.  This can include attending the secondary school visits with the 

child and some one-to-one and/or group work with the child to help them work through issues 

that might arise because of the transition.  We use a booklet called It’s Your Move, which helps a 

child work through some of the issues they may face when changing school.  Finally the worker 

continues to meet with each child in their new secondary school setting for at least the first few 

weeks.  This provides space for the child to share any concerns and talk about issues they face in 

school as they settle in.  Transition support has the possibility of being broader than just the 

move from primary to secondary school.  When working with children already in secondary 

school the support through transition involved other transitions in life.   
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This can be seen in the following couple of examples.  In an accompanying relationship with one 

boy, referred to the project, the worker supported him through a changing family situation.  

When the worker started accompanying the child concerned, the child lived with his older sibling 

and her partner.  During the course of the year, his mother (who he stayed with at weekends) 

died and his sister and her boyfriend split up, leaving him living with his sister’s boyfriend.  

Another child was choosing GCSE’s and so the accompanist was able to discuss these important 

choices and this transition within secondary school with him.  For the most part the transition 

the Accompanying Project works through is the change of school however it is important to 

acknowledge other transitions and engage with them where appropriate. 

Ending the intervention 

The vision of the Accompanying Project is to help children build their resilience and confidence 

and through positive and meaningful relationships help the child be better prepared than they 

were, for their future.  Part of this process is ending the intentional accompanying relationship.  

What this means in practice is that the child must be consulted about ending the intervention 

because as has already been stated it is the relationship that is the foundation for change and is 

the most important aspect of this way of working.  Therefore ending the intervention does not 

necessarily mean ending all contact between the accompanied child and the accompanist.  It 

could mean signposting them to group work where the worker is involved already, meeting less 

regularly with the child or, if both parties and where appropriate parents and teaching staff 

agree that the best way forward for the child is without the accompanist; ending the 

intervention.  Whatever happens the ending of accompanying must be underpinned by: 

 Good communication particularly on the part of the worker throughout the process 

 Management of expectations of the child 

 Honesty by all parties about what they think is best 

 Time to plan what happens next 

 Time for the child to adjust to the next stage and anticipate it before it happens 

 Availability of the worker even after the intervention has ended – this may include a 

phone call home or giving of the office number so the child can contact the worker if 

they want to. 

To help facilitate the ending of the mentoring aspect of the accompanying relationship a process 

has been developed10.  

                                                           
10

 See Appendix 1 
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Research methodology 

Bath YFC has undertaken to conduct comprehensive research into the impact of accompanying 

on the child.  Assessing the impact of an intervention on a child is difficult and so we have looked 

to employ a range of methods to give us the best chance of accurately assessing the impact of 

the Accompanying Project .  The research has been carried out using the following methods and 

approaches.   

The SDQ 

Goodman’s (1997) Strength and Difficulties Questionnaire is a brief behavioural screening 

questionnaire about 3-16 year olds.  It has been widely used for such assessments. The 

questionnaire asks about 25 attributes, some positive and others negative, they are divided into 

five scales as follows:11 

 Emotional symptoms (five items) 

 Conduct problems (five items) 

 Hyperactivity/inattention (five items) 

 Peer relationship problems (five items) 

 Prosocial behaviour (five items) 

These 25 items are included in questionnaires that are to be completed by parents and teachers.  

In addition there is a self assessment questionnaire for pupils.  It is for young people aged 11-16.  

Although some of the children we worked with were aged 10, the worker decided to give each 

child the opportunity to fill in the self report. 

The worker used the SDQ  as a baseline assessment for understanding where the pupil was on 

the five scales at the beginning of the Accompanying Project .   

We also asked parents, teachers and pupils to fill out the impact supplement, which give further 

information about chronicity, distress, social impairment and burden to others.12 

At the end of the set period we used the SDQ follow up questions, which include the 25 items 

from the original SDQ and the impact supplement as well as additional follow up questions 

about what difference the teacher, parent and pupil thinks the intervention has made. 

Feedback and recommendations regarding impact assessment on children 

Whilst the SDQ has been useful, feedback from children, school staff and workers has been that 

it is over complicated and overly ‘medical’.  As a diagnostic tool it is useful but is more detailed 

than we need, furthermore children felt it was difficult to understand and hence fill out.  The 

aim of doing such an evaluation at the beginning and end of the intervention is to be able to 

measure the impact.  This is the most important aspect of any evaluation.  So one 

recommendation we are making for the new cohort of accompanied children is the 

development of a simpler tool for understanding the needs of the child when we first meet and 

at the end of the intervention.  Furthermore the SDQ was all too often not completed by parents 

                                                           
11

 http://www.sdqinfo.org/a0.html 
12

 http://www.sdqinfo.org/a0.html 
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and teachers making it an incomplete analysis.  By providing a form that is child friendly and 

focuses on the child’s feelings about ‘how they are doing’ we believe that we will be better 

informed as to the needs of the child from the child’s perspective and better able to assess 

impact over the course of the programme. 

Taking this feedback and evaluation into account we have developed a more simple and user 

friendly assessment which is only for the child and will use other methods such as traffic light 

colours to assess how a child feels about a certain part of their life. Initial assessment with 

school staff will take place using a more comprehensive referral form.  Impact will be assessed 

from a school perspective via meetings that take place between project workers and SENCOs.  

The school are able to look at data around attendance, punctuality and behaviour to give a fuller 

and more dynamic picture of progress made.  It is clear that we need to measure impact but that 

when inviting child participation we need to use a simple and clear approach which enables the 

child to share feelings and combine this with feedback from the school in which they are 

enrolled. 

The Blob tree13 

Created by Pip Wilson and Ian Long in the 1980s, the Blob Tree image was designed “to open up 

most meaningful communication in all cultures and contexts.”  Some of the children that are 

worked with through the Accompanying Project struggle in the areas of reading and writing. In 

response to this, in addition to the SDQ the worker uses the Blob Tree to encourage those they 

are accompanying to discuss how they feel about school, home and their community.  This 

exercise was carried out at the beginning of the intervention but also at other points along the 

way.  The Blob Trees are used as another way to track the impact on the child. 

Weekly reporting 

Each worker is required to fill out a weekly report.  This proforma asks what the accompanist 

and accompanied child did, what worked well or didn’t work well, gives opportunity to write 

about specific conversations and space to consider future sessions.  This is a very basic recording 

method but give the worker an opportunity to reflect each week on the session and highlight 

anything notable.  It also gives the worker the opportunity to reflect on the relationship that 

they have with the child.  Some workers complete this on their own and other workers use the 

opportunity to reflect with another worker, concerning accompanying different children.  When 

collected over a period of time these evaluations form a useful tool for reflecting on the progress 

of the child. 

End of term evaluation with young person 

At the end of each term, the worker sits down with the child to invite feedback on the sessions.   

This gives the opportunity for the child to say what they have enjoyed or not, if the 

accompanying has helped and how, how they regard the relationship with the accompanist and 

if they would like to change anything.  

  

                                                           
13

 Long I and Wilson P, The Big Book of Blobs, Incentive Publishing, Milton Keynes, UK, 2007  
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Termly recorded worker conference 

Three times a year a worker conference is facilitated by the project leader.  All workers are 

invited to a meeting, which is recorded, to discuss the accompanying.  We have developed a 

formula for the meeting and use the following questions as well as others specific to the time of 

year and stage of accompanying, to draw out information and reflections from the worker.  

Questions include: 

 What have you been doing during the sessions? 

 What has the young person achieved during the sessions? 

 What has worked well? 

 What has not worked as you hoped? 

 What has surprised you? 

 How has relationship you have with the child you work with changed since you first 

met? 

 Have you seen any social or emotional changes in the child? 

 Have others mentioned any social or emotional changes in the child? 

 Has the child made any comments about the impact you and the accompanying have 

had? 

 Tell us a story (conversation / situation) 

Case studies 

Workers are asked to write case studies concerning a specific child they worked with from time 

to time.  The aim of this is to give the story of the accompanying with reference to one child and 

through the story understand the impact on the child concerned.  
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Research findings 

Having outlined the way the Accompanying Project will work and how we monitor and evaluate 

the work the report will now move on to assess the impact of the work for the period of October 

2010-December 2011. 

This report will summarise reasons for referral and provide an overview of the backgrounds of 

the children and the disadvantages they face.  It will provide a summary of what actually 

happened during the intervention and the impact based on the ongoing monitoring and 

evaluation as outlined above.  Because of the nature of the work all names have been changed 

to maintain child confidentiality. 

The children and young people we worked with 

During the academic year 2010-11 the Accompanying Project has worked with 17 children and 

young people.  14 of them were in year 6, two were in year 8 and one in year 9.  We worked 

with 7 girls and 10 boys.  The disparity was because we had three male workers and two female 

workers making it possible to work with more boys. 

Disadvantages faced and reasons for referrals 

The children referred to the Accompanying Project were referred for different reasons.  All face 

disadvantages that affect them at school and at home.  It was made clear that this intervention 

was not about addressing more acute special needs such as those of children on the autism 

spectrum. 

The SENCOs that referred the children to us explained that all the children were vulnerable for 

one, or more than one, reason.  Vulnerabilities and disadvantages included a child’s situation at 

home, behaviour, disability and poor social skills. Some children had very specific and obvious 

disadvantages.  The reasons for referral included:  

 Child considered to have an unstable family background 

 Child on the child protection register 

 Child that the school felt did not get the support from home they should have 

 Child where family members had been convicted of serious crime 

 Child who had faced bereavement 

 Child who had poor social skills related to a lack of confidence,  

 Child with educational difficulties and some with educational statements 

One child we worked with did not live with either of his birth parents.  This child lived with an 

older sibling and partner.  Several of the children had behavioural difficulties and these included 

behavioural issues arising from instability at home as well as Attention Deficit Hyperactivity 

Disorder (ADHD).  One girl we worked with has a growth hormone deficiency and another was 

borderline elective mute.  This is not an exhaustive list of the reasons for referral but gives an 

idea of the breadth of profiles children had who were referred to the Accompanying Project .  

Project workers have been through some basic training on working with children on the autistic 

spectrum but at the moment children who face the challenges of autism are regarded as beyond 

the experience and expertise of the Accompanying Project team and therefore beyond its remit. 
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One-to-one work 

This was the easiest part of the intervention to establish.  Once the child had been referred, 

mutually acceptable (for school, child, worker) meeting times were set and the worker started to 

meet with the child in term 2 of the academic year 6.  Initially the primary focus was about 

building trust and a positive relationship.  This involved ‘getting to know you’ question sheets for 

them to ask the worker and the worker to ask them.  Topics included hobbies and what they 

enjoyed about school.  This time also involved unstructured activities such as allowing the child 

to play with Lego®, kick a football about or draw, and using it as a tool to build a relationship.  In 

the first few weeks we also asked the child to fill out the SDQ and used the Blob Tree to reflect 

on how they felt about home, school and their community.  The focus of the first few weeks was 

to create an environment that made it easy for the child to get to know the worker and vice 

versa.  It was very much down to the worker and the child to decide how to start the 

relationship and hence the variety of activities.  Two workers in one school used a ‘Feelings 

Template’ which asked the child questions about when they feel sad, happy, mad, silly etc.  

Comments on the evaluation forms suggest that workers felt this worked at a limited level as the 

children who used it, particularly the boys, had difficulty articulating feelings.   

Two workers in another school started by working with all the children together rather than one-

to-one and then moved from the small group to the one-to-one mentoring session.  They felt 

this was a less intimidating way of initially engaging with the children, getting to know them and 

building trust. 

One worker did start with a structured activity as a vehicle for getting to know the child.  This 

worker used cooking and went in with planned recipes.  The feedback from this worker seems to 

suggest that it was not as effective in building a relationship initially as the child did not engage 

as well.  This may have been to do with external factors affecting the child; however evaluation 

of the less structured activities, where the child was given the opportunity to shape the possible 

activities early on, suggests this created greater enthusiasm, ownership and more opportunity to 

naturally get to know each other.   

Starting with a planned ‘blank page’, as it were, allowed a greater sharing of decisions about 

direction of travel.  Within this approach, the worker began with a broad plan in mind which 

starts with discussion, questions and getting to know one another and moves towards a 

structured activity.  The child is given the space to determine the time taken to get there and 

what the structured activity is.  It is interesting that the worker who started with more 

structured activity (see previous paragraph) offered another choice of activity three weeks into 

the programme and the child, according to the evaluation of the session, seemed to engage very 

enthusiastically with the art based activity offered as an alternative.  Was this because after two 

weeks of cooking she wanted a change, because she enjoyed art or simply because she now had 

a choice?  It doesn’t really matter but what it, along with the other approaches taken, seems to 

suggest is that a planned direction of travel is good but allowing the child to make decisions 

about what the journey looks like is important.  This more participative approach will aid the 

development of the relationship and the child’s ownership of the opportunity to be 

accompanied. 
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Having started to get to know each other the mentoring session activities became more 

structured.  Evaluations by workers seem to suggest that as the relationship deepens, as trust is 

built and each party gets to know each other better, more structured activities which have clear 

outcomes e.g. cake baked, model built are more enjoyed by the child.  These more defined 

outcomes become clear ‘successes’ that are integral to building the confidence of the child.  The 

diagram below offers a visual representation of what we have found. 

 

 

 

Diagram 1 

This process offers a helpful direction of travel for the mentoring aspect of accompanying.  It is 

not a prescribed programme of delivery but rather a broad road to be travelled by the 

accompanied child and accompanist.  There is a danger that such an approach could be a little 

rudderless because of the flexibility of approach.  To ensure that there is progress and 

development the workers have support and supervision as well as peer-worker meetings to 

share progress and good practice along the way.  The following case studies give some insight 

into how this process worked in practice. 

Case Study 1 – Building towards more structured activity 

Initially children in one school met with the worker to build a relationship.  As the worker and 

child got to know one another they moved from ‘getting to know’ activities to an unstructured 

art activity.  As time went by this moved forward to more structured activities such as cooking 

and model painting, where there were clear goals and successes.  The cooking provided a weekly 

outcome for the child, and the model painting took place over a period of a few weeks.  The 

same child was then involved in a piece of group art work with peers.   This was new for the child 

concerned and an area in which he struggled, however together the group constructed artwork 
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for public display in the school.  The worker went through transition with the child and is now 

again working on another long-term model building project.   

This case study confirms the analysis above and fits well in the model in diagram 1.  The child 

clearly moves along the arrow in the diagram and is now in a place where they are content to be 

involved in structured activity with longer term goals. 

Case Study 2 - Direction of travel important but different child means different speed 

In the case of another boy we worked with over the same period of time progress has been 

slower.  It has taken longer to build in structured activity and even now having gone through the 

transition to secondary school with the child, there are still times when, because he suffers from 

ADHD, the worker reverted to unstructured activities such as going and kicking a ball about.  The 

direction of travel is still towards more ‘successes’ through structured activities.  This same child 

wants to build a model, which will be a goal achieved over several weeks, however the worker 

understands that progress may be slower and may involve using some unstructured activities 

along the way. 

In case study 2 we see that one size does not fit all.  The overall direction of travel towards more 

obvious outcomes and structures still applies but there has to be more flexibility on the part of 

the worker and an acceptance that progress may take two steps forward, then one sideways or 

backwards before stepping towards more structured and ‘goal orientated’ activities.   

Case Study 3 – The importance of taking time to build trust and the relationship 

In another example the child was borderline elective mute when the worker first met her.  

According to the school SENCO the girl was only communicating with one other peer in the 

school and no teachers.  This presented a challenge in terms of the worker and child getting to 

know one another.  However through using different activities the worker recognised that the 

child felt more comfortable to communicate during the activity concerned, as it took the focus 

away from verbal communication.  Initially the evaluation forms make clear the struggle to 

engage in conversation, however as trust was built between worker and child, verbal 

communication began to develop.  The child felt able to ask questions and answer those of the 

worker.  She began reading out loud during the sessions and when she visited her new school 

felt able to engage in conversation with staff at the secondary school. 

In this example communication was a challenge both the child and worker had to respond to in 

the first few weeks.  Initially communication was difficult and this meant getting to know one 

another was impeded.  However, as this case shows, the worker again responds to the individual 

child and found ways to build the relationship, using structured activities such as cooking to 

develop the relationship which helped the child in addressing the specific challenges she faced.  

When one form of communication is dysfunctional then it is important that the worker and child 

find other ways to build a relationship, building trust and creating a platform to develop 

communication. 
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Conclusion 

It is clear that the mentoring work within the Accompanying Project is very important; it is the 

basis of building a ‘trust relationship’ between the worker and child.  It is also clear that an 

intentional direction of travel is vital as it provides a sense of progress made for both the child 

and the worker, which is vital in achieving the desired outcomes of the intervention.  However it 

is also clear, for the vulnerable children that the project encounters that, within the broad 

direction of travel, the accompanist must have the flexibility to adapt the approach, to be 

flexible in terms of activities and to be willing to revisit unstructured or less structured activities 

during the year.  This should not be regarded as ‘going backwards’ but rather an important part 

of continuing the progress towards helping the child become more resilient to change and 

building their confidence. 

A real strength of the project has been the ability of workers to offer a range of activities.  This 

has created a genuine ‘offer’ of different opportunities for the children involved and genuine 

opportunity for them to take ownership of their progression and achievements along the way. 

Since finishing work with the first cohort of children we have introduced the opportunity for 

children to work with the accompanist through the ASDAN Stepping Stones programme14.  This 

is a 30 hour activity and skills development programme which is accredited and offers lots of 

possibilities for the worker to deliver different sessions that fit within the scope of the 

Accompanying Project as part of a one-to-one or group work session.  This is a voluntary option 

for the child and the flexibility of Stepping Stones means that activities can be specifically 

designed for the child according to their interests.  As well as recognising achievements in the 

workbook throughout the programme there is also the possibility of getting a certificate upon 

completion of Stepping Stones.  

Recommendations 

 Develop a plan that offers a direction of travel not a prescribed plan 

 Focus on building the relationship with the child at the outset rather than specific skills 

or offering specific activities – though these may form part of that process 

 Evaluate weekly, informally with the child and with other workers to assess progress and 

how to continue.  Each child is unique and this will help the worker understand how best 

to work with the child concerned 

 Encourage the child to make decisions about what activities and the speed of travel 

towards more structured activities 

 Offer a choice of activities as the programme becomes more structured 

 Offer activities that have clear goals and opportunities to succeed for the child 

 Involve the child all the way.  With the right support they will be the best person to 

decide on the speed of journeying together and what that looks like in practice 

 Offer the ASDAN Stepping Stones programme to the child 

 

                                                           
14

 http://www.asdan.org.uk/Award_Programmes/Stepping_Stones 
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Group work and positive activities  

It is clear from research15 that engagement in positive activities in a group setting is significant in 

the development of social skills and self confidence.  As the research from the Centre for 

Excellence and Outcomes in Children and Young People’s Service makes clear: 

“The weight of evidence indicated that young people's participation in positive activities 

helps in their development of personal, social and emotional skills, such as self esteem, 

confidence, socialising and teamwork. This includes improved relationships between 

young people and their peers and other adults (particularly teachers and parents).” 16 

It is with this in mind that we set about understanding, during the mentoring sessions, what 

involvement the child had in positive group activities outside the school setting.  Our work with 

the children showed that some were well engaged within local football teams and Cub / Scout / 

Brownie groups but that many were not engaged in a positive activity outside of school.  We 

looked to provide different spaces within and after the school day that offered such 

opportunities.   

Having ascertained whether a child was involved in some sort of positive group activity the 

workers established different projects and delivered them in different settings.  When we asked 

the children if the group work had helped, the responses included, “yeah, made new friends,” 

and “helped me work together (with others).”    One boy said he would like more team work.  

Interestingly at the outset, when one of the other workers talked to the girls about working 

together, whilst they were not against the idea they expressed their desire for one-to-one time, 

valuing  the opportunity to chat with the worker.    

The rest of this section of the report is made up of case studies around the group work element 

of accompanying followed by conclusions and recommendations. 

Case Study 1 – The lunchtime art club 

At one school we established a group activity which was a lunchtime art club for the children 

who were part of the Accompanying Project as well as other children in the school.  The group 

met for half an hour each week and worked on a piece of art that was a collage using different 

materials and paints to construct a picture of the school.  Interestingly three of the girls and one 

of the boys in mentoring relationships came along.  The other boys being mentored were 

engaging in a lunchtime football activity so were unable to attend.  In addition to the four who 

were part of the Accompanying Project, each week 5-6 others also came along.  Having 

completed the work the piece of art is now displayed in the school as a celebration and 

recognition of what the group accomplished together.  In terms of impact; the children enjoyed 

the activity and felt a sense of achievement.  Furthermore, the time together gave the children 

time to talk about secondary school.  The worker involved remembers one boy in the group who 

was unhappy about where he was going to secondary school, he was not a child who had been 

referred but his involvement in this activity gave him the opportunity to talk about those 

feelings. 

                                                           
15

 http://www.c4eo.org.uk/themes/youth/files/youth_final_summary_and_recommendations.pdf 
16

 http://www.c4eo.org.uk/themes/youth/positiveactivities/default.aspx?themeid=15 
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Case Study 2 – The after school football club 

Run with a local church, the after school club consists of an hour of football and an hour of social 

time where those who come along can interact through use of the different activities available 

such as a pool table, table tennis and games console.   All three boys that the worker concerned 

supported through accompanying have been along to this project, however only one has 

consistently attended and become part of the group.  It is easier for him because there are some 

of his other friends also involved.  For the other two boys it has been more difficult because they 

were coming to a group where they didn’t really know others.  Furthermore the specific nature 

of the activity, football, was not as much of a draw as it was for others.  One of the boys who 

only attended a few times lived about eight miles away which was a barrier to his attendance.  

The other child who only came along now and again did attend for a while, however the chaotic 

nature of his home life and struggles to fit in with the group meant his involvement has not 

lasted.  It is interesting to note that his attendance at the club did correlate with improved 

behaviour and attendance at school.  The challenge with this boy is how to support his 

attendance at this regular activity, when the rest of his life is so chaotic. 

The boy who has become integrated into the group has moved a long way from being on a level 

2 school behaviour report and is coming to terms with the death of his mother in 2010.  

Alongside the mentoring, the football club and other group activities have given him space to 

feel part of a community group and to feel connected with others in the community.  It is clearly 

a space he feels safe.  During a time of discussion after football, the group leader facilitating the 

discussion was asking about life defining moments.  This boy shared very openly about the death 

of his father as a baby and his mother more recently.  He went on to say how big an impact 

these two deaths have had on his life growing up with no parents.  Having the group activity has 

given this boy the chance to share his feelings not only with adult workers but also with his 

peers. 

Case study 3 – The Youth Cafe 

This was established once the group being worked with had moved to secondary school.  The 

mentoring aspect of the relationship had come to an end and this enabled the relationships 

established in primary school to continue as the boys moved to secondary school.  In this 

example those who were part of the Accompanying Project have been able to join a local social 

youth club.  Every week they come together and get involved in a variety of activities.  This 

provision has allowed the relationships that were built up through mentoring to continue 

creating space for those young people to articulate challenges they have at school and home 

with workers they trust, but also providing space to build positive relationships with peers from 

the local community. 

Case Study 4 – The treasure hunt 

Sometimes the group work took the form of one-off activities.  This was less about building 

relationships between peers and more about giving the children opportunity to work on a 

shared aim together.  One such group activity was a school treasure hunt the workers organised.  

They put the children into pairs, gave them the instructions and then used the activity as an 

opportunity to observe them as they took the first clue and had to find the item or place in the 
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school and in so doing discover the next clue.  It created an opportunity to see which child took 

the lead and how they responded to the challenge.  Interestingly one of the children who did 

this in the summer, remembered the activity the following autumn and told the worker that he 

should definitely do that again for the next cohort of children who go through the Accompanying 

Project. 

Case Study 5 – The garden 

In the case of one boy we worked with the school highlighted that there was another particular 

boy with whom he did not get on and that together in the classroom they would wind each 

other up and cause disruption.  They asked the worker to come up with something the two could 

do together.  The worker asked the boy he already worked with whether he would be up for his 

peer joining them on the gardening project.  He said was happy for this to happen.  The boys 

worked together for over six months and during that time sowed seeds and reaped a harvest of 

fruit and vegetables, they have managed the garden and cooked together too.  During times of 

feedback and evaluation both the boys have reflected that their relationship has improved as a 

result of working together.  The Individual Education Plan meetings for the boy being 

accompanied have backed this up.  Interestingly it has also given him the opportunity to take a 

lead.  He had low confidence when it came to taking on new tasks and although there is still a 

way to go this opportunity has meant he could be the ‘expert’ and pass on his learning. 

Conclusions and recommendations 

 There are a range of ways of using group work 

o One-off activity 

o Group work activity with established start and finish 

o Ongoing more permanent group work activity 

o Pairs work 

o Within the school day 

o After the school day 

o As follow up to the mentoring once that aspect of accompanying has concluded 

 Group work is important as part of the project and workers need to think creatively about 

how to include it in the delivery. 

 Group work can have greater impact than simply building relationships and is itself part of 

the ‘therapy’ of the accompanying intervention.  Workers need to consider how to capture 

the impact of group work on the children. 

 Workers need to display a flexibility of approach to group work – when the pilot started it 

was thought had the idea that all group work would be after school however this has not 

always been possible. 

 There needs to be flexibility in terms of the offer of group work to the children, some 

expressed a desire for more, whilst others didn’t want it at the expense of too much of the 

one-to-one time with the accompanist.  A child centred approach will take into account the 

desire of the child to engage in group work, however such an approach will also be willing, 

once the level of trust is built up between the accompanist and accompanied child, to 

challenge the child so as to encourage them to grow. 

 Group work was the most difficult part of the project to realise for several reasons: 
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o The nature of the activity - finding an activity that a group of peers would all be 

interested in is not always easy. 

o Venues – suitable space but also location can be a barrier to some coming along 

o Working with partner organisations – whilst working in partnership is desirable it is 

generally means things take longer to get started and there can be conflicts of 

interests.  E.g. the school that wants to charge for after school activities when the 

worker wants to run something that is free to come along to. 

o Some children want to engage in group work others are less keen. 

o Chaotic lifestyles – the nature of the lives of the children the Accompanying Project 

works with means that there is often little routine.  A regular activity outside of the 

school is sometimes forgotten and can take a while to be established as a regular 

activity for them to attend.  

o Building relationships – It can be difficult for children who struggle socially to 

establish relationships within groups.  Whilst this is part of the aim of such a group, 

children will need support and encouragement to connect with peers.  They need to 

feel safe, secure and accepted to feel they belong and they need to feel they belong 

if they are going to commit to being at the group on a regular basis.  
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Transition support 

Research by the Centre for Excellence and Outcomes in Children and Young People's Services 

shows the importance of good support through transition and emphasises the particular need 

for more vulnerable children.  Their research makes clear that the better the transition a child 

has the more likely they are to settle and achieve more at secondary school.  This is backed up 

by research from the Department of Education, which also suggests that children who have 

more support are more likely to succeed.17  The same research asserts  that children from homes 

of low social economic status are more likely to find the transition more difficult.  It is this 

research that affirmed the ‘hunch’ that the Accompanying Project needed to include support 

through transition.  The support the accompanist offered whilst the child was in primary school 

included the following: 

 Intentional discussion – this was as simple as raising the topic and giving the child the 

opportunity to discuss, raise concerns and ask questions about, transition.  This is very 

simply about giving a child space to consider their transition to secondary school. 

 School site plan – Providing the child with a site map, as some of the accompanists did, 

was a good precursor to a visit.  This gave the child the opportunity to begin to 

familiarise themselves with the secondary school and how it is laid out before they go 

for an initial visit.  It also gives a future reference for the child once they have visited 

and even once they have made the transition.  It reduces the unknown and gives the 

child more information and therefore a greater sense of control over their 

circumstances.  This is important because it is often that sense of having little or ‘no 

control’ that disorientates and creates difficulties for a child. 

 School visits – Organised in partnership with the school, school visits form an important 

part of the transition support.  They build on the initial familiarisation process started 

through giving the child a school site plan.   

  It’s your Move – Published by Christian charity Scripture Union, this booklet is both a 

guide and activity booklet to enable the child to prepare for the move to secondary 

school.  It contains an A-Z survival guide, considers worries and disappointments (e.g. ‘I 

didn’t get my first choice school’), and makes space for the child to consider what they 

will miss about their old school.  It has a faith basis and this is evident at certain points in 

the booklet, however it can be engaged with as little or as much as the worker thinks 

appropriate. 

 Ad hoc moments – During the mentoring and group work situations there are likely to 

be times when the child raises questions or concerns about the transition.  This 

happened during a group work session at one school where a boy expressed his 

disappointment at not getting into his first choice school.  This gave space for the boy to 

air his concerns and the opportunity to discuss them with the worker concerned. 

Transition support at secondary school 

The level of support for the children when they had made the transition varied according to the 

needs of the child and the school the child had moved to.  Whilst some secondary schools were 
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 https://www.education.gov.uk/publications/eOrderingDownload/DCSF-RR019.pdf 
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very open to the ongoing support as either group work or a mentoring session, others were less 

open to the accompanist working with the child within the school day.  Their concern was that 

they wanted to ensure the child settled into a school routine well and they felt that removing 

the child from school lessons could be detrimental to the child settling in.   Initially this proved a 

challenge; however it has ultimately proved to force workers to think creatively about how they 

engage with the child and maintain contact beyond the transition, resulting in a variety of work 

being delivered to follow up support for the child.  This has included: 

 One-to-one – within the school day and after school 

 Group work – at lunchtime 

 Meeting with the child after school within a youth club context 

The main driver of the ongoing support was, that if the child wanted to continue to meet with 

the accompanist they could, the aim of this was to help facilitate a positive transition into 

secondary school for the child and so increase their opportunities to succeed in secondary 

school.  The workers have had to adapt and find ‘what works’ to make that happen and below 

are some case studies of how it worked in practice. 

Case Study 1 – No ongoing support 

Towards the end of year 6, the worker consulted with Tom and the school as to whether support 

during secondary school was wanted by Tom or deemed necessary for his settling in.  The 

worker was prepared to offer ongoing support but made it clear that it was up to Tom.  Over the 

course of the year according to Tom’s SDQ he had shown dramatic improvement.  At the outset 

of the Accompanying Project he rated himself as having an abnormal level of difficulties 

emotionally, with regards to conduct and his social skills.  He chose comments such as ‘I worry a 

lot’,’ I am nervous in new situations’, and ‘I am downhearted’ as ‘Certainly true’, however by July 

2011 all of these were stated as ‘Not true’.  Regarding his conduct, when the initial SDQ was 

done he said he fought a lot, took things that were not his and was often accused of lying, but in 

July 2011 he said these statements were no longer true.  Socially again the change was stark.  In 

October 2010 he selected ‘not true’ to the statements ‘I try to be nice to people’, ‘I usually share 

with others’ and ‘I am helpful if someone is hurt or upset’.  However in July 2011, Tom chose 

‘Certainly true’ to the same statements.  During the year Tom said in the evaluation form he 

filled out that the worker had been very helpful.  The final evaluation form in July 2011 recorded 

that Tom was really positive about secondary school and a meeting with the SENCO confirmed 

that she felt he didn’t need further support in secondary school.  This all led to the conclusion 

that Tom did not need additional support.  The worker has since seen Tom at secondary school 

and Tom has settled well into his new school. 

Case study 2 – Support for the first few months 

Most of the children wanted to meet during the first few months of settling into secondary 

school and so workers have been going in to schools to meet one-to-one and within small 

groups.  One lad, Rhys, wanted this initial support and so the worker met with him, and they 

worked together during the autumn term on building a model aeroplane.  During this time the 

worker invited comments about how Rhys felt he was settling in and then towards the end of 

the term worked through various reflective exercises to help make the decision about whether 
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to continue to meet.  The Blob Tree exercise offered a very positive picture with Rhys choosing 

the blob person at the top of the tree for how he felt about school.  During another session he 

said that he had lots of friends at his new school, when reviewing his transition with the worker 

Rhys said the move was “really good because I have made lots of friends.”  Using the new 

Accompanying Assessment tool, within a scale of -10 to +10 Rhys scored his move to secondary 

school as ‘10’, and chose ‘9’ for how he felt about the future.  Interestingly he scored his worries 

as ‘6’, which was the lowest score but in terms of happiness at school, home and in the 

community he chose ‘9’.  Regarding friendships he chose ‘10’ and when asked about how much 

a part of his new school he felt, he chose ‘10’.  All of this painted a very positive picture and Rhys 

said he was more than happy to end the transition support with the worker, which happened 

just before Christmas.  It is interesting that in several cases where support ended by the 

Christmas holidays that the child sometimes requested not to attend the mentoring session, 

stating that they wanted to be in the particular lesson or if at lunchtime they wanted to be with 

their friends.  This very natural ‘flying the nest’ was an unexpected and helpful indicator that a 

child was ready to finish the mentoring aspect of accompanying. 

Case study 3 – Group work support 

Lily and Eve, two girls one of the workers has supported at primary school, moved to the same 

secondary school.  The girls were keen to meet up and in partnership with the school it was 

arranged to meet with them during Tuesday lunchtime.  Initially this proved difficult as they met 

in a communal space; however they were able to move the session to a more suitable setting.  

During this time in the Autumn 2011 term the group have made sock monkeys together.  In 

addition to the two girls who were part of the Accompanying Project, they also invited a friend 

along.  Whilst initially not part of the original plan for support, it has been recognised that 

allowing this to happen helped strengthen friendships and that has helped with the transition.   

Lily and Eve have been very positive about the support of the worker describing it as “really 

good” and “special”.  When asked about how meeting with the worker has made a difference 

the girls stated; “before I met with you I felt miserable.”  And it’s been, “good, I  used to be lonely 

and now I’m really popular.”  However when reviewing the progress made and whether to end 

the accompanying relationship, the worker has decided to continue to work with the group as 

the girls feedback suggested they wanted to continue to meet.  In addition to this their 

accompanying assessments offer a mixed picture, Lily’s in particular.  Within a scale of -10 to 

+10, Lily scored her happiness at home as ‘10’, at school as ‘9’ and in her community as ‘-7’.  She 

scores her feeling of involvement at school as ‘5’, confidence ‘1’, worries ‘-3’ however 

emotionally she feels ‘7’, which is towards ‘mostly happy and is happy with her friendships 

scoring them as ‘10’.  Lily scored her move to secondary school as ‘8’ and her feelings about the 

future as ‘9’.  This suggested a very mixed picture and hence the decision to keep meeting.  Eve 

gave more positive scores across the different categories ranging mainly from 7-10.  However 

she did score her worries as a ‘5’ and life outside school as ‘3’.  The worker commented that Eve 

is more ‘chilled’ and seems more settled.  It could be argued that Eve did not need more support 

and so the accompanying relationship could have ended.  However she is good friends with the 

Lily, Lily’s happiness is very much linked to her relationship with Eve and Eve is happy to 

continue to meet.  With this in mind the worker planned on continuing to meet with the girls 

until the end of term 4. 
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Case study 4 – Support outside the secondary school setting 

Three boys were all going to the same secondary school from the same primary school.  

However the secondary school made it clear that they did not think support within the school 

day was appropriate.  We challenged this initially but aware that accompanying had to have the 

‘blessing’ of the school concerned we looked for other solutions as clearly the school have to be 

supportive of any intervention within the school day.  The boys however wanted to continue to 

meet with the worker and so they arranged to meet in a public space as a group.  Initially this 

was at a local McDonald’s restaurant however this proved unsuitable after a couple of weeks.  

The worker then invited the children to come to a youth club that he had established.  Whilst 

being a far less formal level of support and not the original plan it enabled the worker to 

continue to meet with the boys and provided a space for them to talk about their experience of 

secondary school.  Two of the three lads stopped attending the youth club after a few weeks 

because of involvement in other activities.  The mother of one of these boys was very positive 

about the support of the worker.  The third lad still attends the youth club.  Interestingly his 

transition has been more difficult.  His behaviour at school is poor after three terms at secondary 

school and he has said he is being bullied.  However, the fact that he attends the youth club 

means that he has space to talk about the challenges.  Furthermore the worker has been able to 

get to know his mother and refer the boy concerned to a more specialised counselling service.  

Whilst it is evident that this boy is struggling, the youth club and the opportunity to continue to 

meet the accompanist and the relationship and trust that had been built up has made ongoing 

support, during this challenging time, possible. 

Case study 5 – Ongoing support 

Jon has made the transition from Key Stage 2 in a Pupil Referral Unit to mainstream secondary 

school.  This is a challenging transition for all sorts of reasons and is complicated by the 

difficulties the child faces with regards to his behaviour in school and at home.  The worker and 

the child have been meeting after school.  When the worker first met with Jon he rated his 

feelings about secondary school as ‘0’ and the future as ‘1’.  He rated his place in school as ‘0’ 

and happiness at school as ‘-7’.  When reflecting on life outside of school a very different picture 

emerged with him rating home life, friendships and community between ‘7’ and ‘10’.   

Evaluation forms from the early session focused on Jon being on school report and his 

challenging behaviour in the classroom.  However as the term moved on evaluations focused 

less on these difficulties and more on how Jon was getting good reports from teachers and good 

results in homework.  The second assessment, filled out by Jon at Christmas, offered a more 

mixed picture.  In comparison to the assessment carried out in October Jon’s responses 

suggested he had more worries and was less happy with his friendships.  However positively he 

was more excited about his future, rating this as ‘3’, he is happier at school having previously 

rated school as ‘-7’ and in the second assessment as ‘5’.  In terms of how much a part of the 

school he feels, in October he rated his involvement as ‘0’ but in the December assessment as 

‘8’.   The overall picture is positive and in terms of the move from one school to another suggests 

a healthy transition.  During term 3 the worker and Jon talked about ending the mentoring work 

and the evaluation forms made clear that Jon was happy for this to happen and the school 

supported this decision. 
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Conclusions and recommendations 

These case studies offer a positive picture of the support through transition within the 

Accompanying Project.  However they also show a more complicated picture than originally 

anticipated at the outset of the research.  The following are some conclusions and 

recommendations for the transition element of the work. 

Workers have all fed back that summer term is a busy time and that it would be helpful to 

commence transition support earlier with children in primary school.  The summer terms in 

schools is often the least structured term; with various trips, sports day, performances and 

extra-curricular experiences.   This meant that at certain times, during the pilot year, the 

children were not in school for their one-to-one session meaning planned work was delayed.  

This was unavoidable however there are some things that can be done to mitigate the impact in 

the future. 

 The worker should know the school diary in terms of what affects their work with the 

child and can then rearrange the mentoring session if appropriate. 

 Start the process of looking at transition earlier (not too early) so as to make sure 

adequate time is given to the child for transition support.  

 Go and meet secondary school staff contact in term 5 – too often the visits to secondary 

school did not happen with the worker and child because of the additional activities 

going on during the summer.   These visits are important and planning these trips earlier 

will mean they are more likely to happen. 

The most important person in the accompanying intervention is the child.  There will be barriers 

to meeting up with the child once they move to secondary school.  These barriers include, school 

timetables, school geography, suitability of the venue, willingness of school to allow the 

intervention, needs of the child and whether to meet one-to-one or as a group.  The most 

important thing is that the child is able to meet the accompanist should they want to.  On the 

whole they don’t seem to mind if the meeting is one-to-one or as a group but they do want to 

meet.  Workers will need to display a degree of flexibility; working with the school to enable the 

meeting to happen.  Furthermore it is important to start planning the secondary school 

intervention earlier to help manage the unforeseen barriers that may occur. 

Based on our experience we have developed a process for assessing whether it is the right time 

to end the accompanying intervention with a child.18  This process has been evaluated by 

another local mentoring charity who stated it is useful and fit for purpose for workers working 

through the process of ending the intervention. 

Planning to end well, giving enough time for the child to consider and get ready for the end of 

the mentoring and celebrating the journey they have been on, are important to finishing well 

and preparing the child to continue their progress.  Finishing the mentoring aspect of the 

Accompanying Project should not involve a review one week followed by finishing the 

intervention the next week.  Even the most settled of children will need to have time to prepare 

for ending the mentoring aspect of the relationship.  Good exit planning is vital and the worker 
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should make sure the child is well-prepared, has a plan and offers regular reminders to the child 

that the mentoring or small group work will be ending.  One way of doing this can be a ‘final 

project’ which the accompanied child and accompanist work on together so that the child knows 

that the completion of that project will mean the end of this aspect of accompanying.   

Furthermore the child and accompanist could plan together a brief celebration of achievements.   

This could include cooking a special meal in the school kitchen or if the child is old enough and 

with appropriate consent, taking them out for a drink at a local cafe and using the opportunity to 

reflect on the journey they have travelled.   

As already mentioned in this report, for the second cohort of children in the Accompanying 

Project we have introduced ASDAN’s Stepping Stones programme.  This will help facilitate 

celebrating achievements as each child who goes through Stepping Stones will have a portfolio 

of work and a certificate at the end.  It may be possible to involve the school and present these 

certificates during a school assembly.  Although it is important to check that the child would 

regard this as appropriate recognition of their achievements and not just an embarrassment. 

The end of the mentoring aspect of the accompanying doesn’t necessarily mean the ending of 

the worker-child relationship.  With various youth work projects available for young people to 

access, it would be natural to offer these opportunities to the child to take up if they want to.  

Furthermore there are plenty of community groups, uniformed organisations, local church and 

sports groups that offer all sorts of activities, and information about these could be made 

available to the child to help them continue to make progress in life. 
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Above and beyond the call of the intervention 

Accompanying seeks to put the relationship with the child at the heart of the work and whilst 

the accompanist cannot be expected to, and should not attempt to, take a ‘parenting’ role, from 

time to time there are unexpected opportunities to accompany the child.   

During the last year workers have attended school plays, football matches and eaten with 

children at lunchtimes.  Workers have also been involved in individual education plan meetings 

where the child has been present.  These were not initially planned as part of the work but the 

flexibility to be involved in such meetings has proved beneficial for the children who have 

welcomed the worker coming along to the different event or activity.  Whilst not essential the 

possibility of engaging in such occasions is what makes the Accompanying Project different from 

a more structured or programmed intervention.  It has structure through the three aspects of 

the work but this flexibility also allows opportunities to observe the child in different settings 

and so not only gain a fuller picture of the child but also develop a positive relationship through 

involvement in other aspects of a child’s life.  This willingness to go ‘above and beyond’ also 

demonstrates a commitment to the child that is beyond ‘a weekly session’.  Together with the 

mentoring, group work and transition support, the work ‘above and beyond’ helps make the 

intervention to seem less like an intervention and to be more natural.  It is interesting that 

during the year when asked how the child regarded the worker, as well as ‘youth worker’ the 

children often chose ‘friend’. 

It is understandable that some may think this is going too far.  However the feedback from 

children, parents and school staff suggest that is not the case.  At the heart of the project is the 

desire to show the child that they are accepted for who they are, not simply because they have 

been referred.  If the ethos of putting the child first and the relationship being foundation for 

change are to be sincere then that will mean going above and beyond for the sake of the child 

from time to time. 
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Drawing a few conclusions 

Conclusions and recommendations have been drawn throughout this report however below are 

a few more concluding comments about the accompanying approach to working with children. 

When we set out on this journey we felt that if the Accompanying Project was to make a 

difference and to offer something new it had to be as genuinely child centred as possible and 

that positive relationships are the foundation for positive change.  Those preconceptions have 

only been confirmed by the one year pilot project. 

When we embarked on this experiment we had some clear ideas of the mechanics that would 

affect change; one-to-one mentoring, group work (ideally after school and in the community) 

and transition support.  These have been challenged and stretched by the Accompanying Project 

in practice. 

Mentoring is vital.  It is foundational for building a relationship of trust and it provides a safe 

place where the child can talk and be listened to.  It also provides time where they are the focus 

of attention.  However it is clear that the mentoring does not have to be one-to-one.  Some 

children have really enjoyed pairs and small group work and benefited from it.   

Group work with peers is important.  It has happened in a variety of ways; at lunch, during the 

school day and after school.  For some they were already involved in an activity, others got 

involved.  The activities included sport, arts and games.  It has been one-off and weekly.  Whilst 

sometimes being part of a group is hard, our work makes clear that positive activities with peers 

are beneficial to the child.  When and where group work happens and the nature of the activity 

is important but the most important thing is that the child is involved in some sort of positive 

activity with peers. 

Transition support is integral.  The move from primary to secondary school is a ‘big deal’ to 

children and in particular to those for whom life is more difficult that it should be.  Whether the 

accompanied child and accompanist meet a couple of times after the move to secondary school 

or are still meeting after two terms; whether it is one-to-one or in group and whatever the 

vehicle to meet was; being available through the transition is important.  The time of change is a 

time of vulnerability and the stability of the accompanist at least being available to meet is 

appreciated by the child.  We also discovered that an accompanist can prove helpful to a child 

going through other transitions such as moving from the pupil referral unit to mainstream 

secondary education and changes in personal circumstances.  We had not planned to work with 

these additional types of transition but doing so has shown that the scope of accompanying 

could be broader than simply the primary/secondary transition. 

Flexibility is essential.  Relationships are not mechanised processes and it is difficult to predict 

how they will develop between the worker and the child.  However some flexibility in approach, 

willingness to ‘go the extra mile’ and the ability to creatively think of solutions that keep the 

child and the worker-child relationship at the centre of the intervention will make a significant 

difference.  The challenge, however, for accompanying as a way of working is that less structure 

can cause drift.  Activities can become simply random and the work a little disjointed.  It is 

important therefore that there is accountability and support for the accompanist.  This should 
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involve peer workers, line managers, the referring agency (school) and the child.  Reflecting on 

progress is therefore vital and this can happen through proper supervision, peer meetings, 

school staff meetings and periodic evaluations of progress with the child.  These things will help 

keep the child at the centre and their development and progress as paramount. 

At the outset of the pilot we hoped to work more with primary carers.  This has been more 

difficult that we foresaw for a variety of reasons.  The few times where we have been able to 

connect with those who are the primary carer it has been very positive.  These have included 

watching a football match with the older sibling of one boy, presentations to parents about what 

the child has done during the sessions, attendance at individual education plan meetings and 

informal conversations with a parent after a youth club.  As part of the development of this work 

we will continue to consider how primary carers can be involved appropriately in the 

Accompanying Project. 

From the outset of this pilot there has been the thought that accompanying is something that 

could be delivered by volunteers.  This is still true and the many mentoring programmes that use 

volunteers to work with children and young people suggest this is a good way to grow the work.  

However it is clear that if the Accompanying Project is to involve volunteers in its work then we 

will need to develop a comprehensive training programme to ensure safe practice and properly 

equipped and empowered volunteers who can make a difference to the lives of children. 
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A final thought 

If you are beyond your childhood and teenage years (and so able to look back on them whether 

slightly hazily or with iron clarity), could I ask you just to consider the following: 

In the last chapter of St. John’s gospel, the writer records a conversation between Peter and 

Jesus.  The context is that Peter has let Jesus down, I mean really let him down (you can read 

more of that in the previous chapters).  Peter is a mess and thinking of going back to his old way 

of life.  Anyway, after a breakfast on the beach Jesus accompanies Peter away from the others 

who were with them and talks with him.  Jesus does not dwell on the past but looks forward to 

the future, asking Peter some questions.  This encounter will change Peter and ultimately the 

world.  Prior to this Peter had been riddled with guilt and a sense of failure.  We don’t know all 

of what was said, only what St. John must have overheard.  However we do know that this; 

Peter, in danger of being trapped by his past, became the leader who started the church and 

whatever your ecclesiological opinions it happened because Jesus was prepared to accompany 

him (not only on the beach but during the whole time Peter had been with Jesus), believed in 

him, trusted him and gave him an opportunity that no-one else would have done.  The 

relationship Jesus had with Peter made a life changing difference to him.  Who is the person who 

made a difference to you? 

 The person who believed in you when others didn’t 

 The person who gave you an opportunity you didn’t deserve or expect 

 The person who listened to you 

 The person who helped you dust yourself down and get up again when you messed up 

 The person who helped you discover something new about you 

 The person who accepted you just as you are 

 The person who challenged you to achieve more than you thought you could 

At the end of the day this is what accompanying is about.  Relationships make a difference.  

People make a difference. 
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Appendix 1 

Ending the mentoring aspect of the Accompanying Project 

As the aims of the Accompanying Project make clear the intervention with the child is looking to 

build the resilience, self-esteem and self-confidence of the child.  In working with the child 

during year 6, through the transition into secondary school and into year 7 we hope to be able to 

see the child arrive a point where they feel confident enough to face the challenges of secondary 

school and becoming a young person.  To do this it is important to know when to finish the 

mentoring aspect of the relationship.  This does not mean the relationship has to come to an 

end but that it could be continued within a different context such as an after school club activity 

or youth club setting.  This process is part of addressing the risk of creating ‘dependence’ of the 

child on the accompanist. 

At the end of year 6, having worked on the transition to secondary school, plan one meeting in 

September.  This initial meeting could take place in or out of the school setting to review with 

the child how they feel they are settling into their new school. 

In this meeting use some of the assessment tools such as the Assessment Scale and Blob Tree to 

help the child reflect on their new school environment.   Use this as a basis for talking about how 

they feel they are settling in socially and emotionally as well as with regards to the academic 

aspects of school. 

If possible link up with the SENCO at the secondary school, particularly if the primary school 

SENCO has passed information about the child to them, so that they are aware of your work 

with the child and the support the Accompanying Project can provide in term 1 and 2 of child’s 

first year at secondary school. 

The Accompanying Project is committed to working with each child at least until the end of term 

1 of year 7 in secondary school if the child wants the intervention to continue.  If not then this 

will probably have been agreed at the end of year 6 but may happen after the initial meeting 

with them in September. 

As you meet with the child during their first term of secondary school (either within the school 

or outside) you will begin to get a sense of whether they need your ongoing support.  Your 

views, those of the school and the assessment tools are important, however we want the 

decision to be one made by the child, based on using the process below to consider ending the 

mentoring aspect of the accompanying relationship.  Based on the decision arrived at you will 

then either plan the exit with the school and child or plan the continued work with the child.  As 

part of this process it will be important to involve the secondary school and if possible the 

parents who will have a view on how the child is settling in. 
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Process for planned exit from the mentoring relationship within the Accompanying Project 
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If you would like to find out more about The Accompanying Project please contact: 

Bath Youth for Christ 

c/o Hay Hill Baptist Church 

Fountain Buildings 

Bath.  BA1 5DU 

T: 01225 336055 

E: admin@bathyfc.co.uk 

W: www.bathyfc.co.uk 

 

If you would like to make a donation towards the work of Bath YFC then you can do so by going 

to www.bathyfc.co.uk  

 

  

mailto:admin@bathyfc.co.uk
http://www.bathyfc.co.uk/
http://www.bathyfc.co.uk/
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