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Executive Summary

This report, charts a project that ran between February and July 2024 involving leaders from 23 Multi
Academy Trusts (MATs) and school groups, encompassing 413 schools, 32,000 staff, and approximately
250,000 students across England. The project, supported by a number of international experts, examines
how MATs and school groups should respond to the challenges and opportunities presented by artificial
intelligence (Al) in education.

We present a MAT Al Guidance Framework which offers a structured approach for Multi Academy Trusts
and groups of schools to navigate the complexities of integrating Al into their educational practices. This
framework consists of 10 key question sets, each addressing a crucial aspect of considering Al in
education. This framework provides a roadmap for MAT leaders to thoughtfully and systematically
approach Al It ensures that all key aspects - from high-level strategy to practical implementation and
ethical considerations - are thoroughly examined. By working through these question sets, MATs can
develop a robust, well-considered approach to harnessing the potential of Al in education while
navigating its challenges.

Key findings and recommendations include:

1. Strategic Approach: MATs must develop clear Al strategies aligned with their educational vision,
addressing governance, safeguarding, and ethical considerations.

2. Al Literacy: There is a pressing need for comprehensive Al awareness and literacy training for all
stakeholders, including students, staff, families, and policymakers.

3. Curriculum and Assessment: The integration of Al necessitates a review of curriculum content
and assessment methods, with a focus on developing critical thinking and Al literacy skills.

4. Equity and Access: MATs must address potential digital divides and ensure equitable access to Al
technologies across all schools and student populations.

5. Staff Development: Ongoing professional development is crucial to equip education stakeholders
with the skills to effectively address the opportunities and risks associated with Al.

6. Ethical Considerations: Robust frameworks are needed to address data privacy, bias in Al
systems, and the ethical use of Al in education.

7. Research and Evaluation: MATs should conduct and participate in ongoing research to evaluate
the impact of Al on learning outcomes and teaching practices.

8. Collaboration: Enhanced cooperation between MATs, educational bodies, and technology
providers is recommended to share best practices and develop standardised approaches to Al
implementation.

The report also includes a set of practical actions that system leaders can take together to support the
effective integration of Al into education. These include:



1. Advocate for and support the development of a centralised repository for Data Protection
Impact Assessments (DPIAs) specific to educational technology tools.

2. Develop a comprehensive Al governance strategy addressing children's rights, data protection,
and safeguarding in the evolving educational technology landscape.

3. Participate in the upcoming curriculum review to champion the integration of Al education
across all educational stages, and a revision of the 1:1 device provision policy.

4. Support the creation of a national working group to identify MAT functions that could benefit
from Al.

5. Actively engage with media partners to ensure nuanced and accurate coverage of Al in
education.

6. Engage with marketplace solutions and supplier associations to advocate for improved filtering
and quality assurance mechanisms for Al-related educational products.

The report emphasises that while Al offers significant potential to enhance educational practices, its
integration must be approached thoughtfully and responsibly. MATs must balance technological
innovation with the fundamental human aspects of education, ensuring that Al enhances rather than
replaces crucial human interactions in the learning process.

The findings underscore the need for a nuanced, context-sensitive approach to Al integration,
recognising that there is no one-size-fits-all solution. As the education sector navigates this complex
landscape, ongoing collaboration, research, and adaptation will be essential to harness Al's potential
whilst addressing its challenges.

This report serves as a starting point for MATs and school groups to develop comprehensive strategies
for Al integration, aiming to create learning environments that prepare students for success in an
increasingly Al-driven world while maintaining the core values of education.



Background

This project arose as a result of a number of multi academy trusts and families of schools coming
together with a shared interest in the system leadership provocations raised by issues around artificial
intelligence. This report is the culmination of a project completed between February-July 2024 by
leaders from a group of Multi Academy Trusts (MATs) and families of schools who collectively represent
the leadership of 413 schools, approximately 32,000 staff and % million young people across England.
Working together February-July 2024, this group has benefitted from insights from a number of
international thought leaders with expertise spanning across education, business, technology and
organisational leadership.

This report is designed for those involved in school-specific system leadership, including the many
stakeholders working within and around schools to support a safe, purposeful and intelligent approach
to the use of Al by young people and the schools workforce. It provides:
e Astructure to guide school and group leaders as they navigate their way through responding to
the many provocations and considerations raised by Al.
e Aseries of insights and recommendations from school leaders at the very front of conversation
in this space.

What do we mean by Al in schools?

There are many definitions of Al and a wide range of opinions about what constitutes the 'right'
definition. For the purposes of this project, we have been guided by the European Commission High-
Level Expert Group on Artificial Intelligence definition:

“Artificial intelligence (Al) refers to systems that display intelligent behaviour by analysing their
environment and taking actions -- with some degree of autonomy -- to achieve specific goals.
Al-based systems can be purely software-based, acting in the virtual world (e.g. voice assistants,
image analysis software, search engines, speech and face recognition systems) or Al can be
embedded in hardware devices (e.g. advanced robots, autonomous cars, drones or Internet of
Things applications).”

This definition is not specific to generative Al of the sort used by tools like ChatGPT and it is important to
be clear about what this project refers to by the use of Al, because since the launch of Chat GPT in
November 2022, the term 'Al' has often been incorrectly attributed just to Large Language Models (LLM)
becoming accessible to everyday consumers. This misuse of the term Al is unhelpful because it sidelines
products that utilise Al functionality (e.g. data analytics, adaptive learning tools, chatbots, image
generators etc), and suggests that the presence of Al is on an opt-in basis - ignoring the aggressive
permeation of Al in the everyday lives of children and adults as global citizens (e.g. facial recognition,
location tracking, educational user data, organisations combining complex personal consumer datasets).
This is important, because these issues become central to how children and adults experience their lives
holistically - not just within school. With societal issues historically tending to become school priorities
(Brighouse & Waters, 2021), a pro-active response to this contemporary consideration by school system
leaders becomes vital. Other nations, including Singapore have already recognised this and begun a
country-wide strategic intervention, with specific leadership within education.

In a contemporary landscape, conversations concerned with Al in schools are likely to be provocative,
and conversations which pivot specifically around Al tools are likely to change rapidly from one week to



the next. Reflecting this fast pace of change, a great deal has been written and spoken about Al in
education, particularly in the last few years. A wide range of perspectives have been seen and heard,
with many feeling deeply passionate about particular viewpoints or issues. This project does not intend
to replicate those insights, concerns or arguments here. Instead, colleagues wishing to read
contemporary, evidence based material on Al aimed specifically at school leadership, are instead
signposted to:

e Co-intelligence: Living and working with Al. Mollick, E. (2024). Portfolio (Penguin Random
House).

e Understanding Al for School: tips for school leaders (2023) Teacher Development Trust.

e Al for School Teachers: Luckin, R., George, K. and Cukurova, M (2022), Routledge, London

¢ Machine Learning and Human Intelligence: the future of education for the 21st century. Luckin,
R. (2018)

¢ The fourth education revolution: will artificial intelligence liberate or infantilise humanity:
Seldon, A., and Abidoye, O. (2018) Buckingham, University of Buckingham.

In the report that follows we first contextualise the field of artificial intelligence in education with a brief
review of the literature. We then describe the MAT Al Guidance Framework and provide thematic
project findings. With each finding, there are recommendations which school and system leaders are
encouraged to consider in relation to their own role and future actions.

We very much hope that readers will enjoy reading this report and find that its contents useful as they
navigate their engagement with Al.



these tools exhibited noticeable improvements in their language abilities, attitudes, knowledge, and
usage (Woo & Choi, 2021; Yang & Kyun, 2022).

However, Sharadgah and Sa'di (2022) cautioned that many Al tools are not suitable for younger learners
and require thoughtful integration into the teaching process, once again highlighting the importance of
implementation research. Their systematic review stressed that despite some promising early evidence
of Al enhancing and supporting pupil language learning, many of the tools are not suitable for younger
learners and have to be integrated into the teaching process thoughtfully. The authors also noted that
the evidence in this space is limited and requires further investigation.

Regarding the impact of Al on teaching practices and workload, the literature suggests that Al can
facilitate various aspects of teachers' work. Al has shown promise in supporting lesson planning (Pender
et al., 2022), assessments (Luckin, 2017; Beailly et al., 2022), and personalised pupil feedback (Molenaar,
2021; Lim et al., 2020). Celik et al. (2022) found that timely monitoring of learning processes was one of
the most prominent advantages of Al in education.

Al can also assist in decision-making by providing suggestions for learning content based on individual
pupil preferences and performance data (Fitzgerald et al., 2015). Moreover, Al can generate ideas for
course activities, which can save teachers time and effort in designing engaging lessons (Dalvean &
Enkhbayar, 2018). In terms of lesson implementation, Al can provide timely monitoring of pupils'
progress, enabling teachers to track their performance and provide timely interventions when needed
(Swiecki et al., 2019).

In addition, Al can enhance pupil-teacher interactions by providing opportunities for personalised
learning experiences (Lamb & Premo, 2015). In the realm of assessment, Al can facilitate automated
evaluations, such as automated essay scoring systems, which can streamline the grading process and
provide objective feedback (Kersting et al., 2014). Yuan and colleagues (2020) argue that automated
essay scoring systems not only enhance the effectiveness of essay scoring but also make it more
objective, reducing potential bias in the assessment process.

However, the integration of Al in teaching practices also raises concerns about job displacement, ethical
considerations, and potential biases (Blikstein & Blikstein, 2021). The literature emphasises the need for
caution when applying Al in educational contexts, citing instances where Al has led to unintended
consequences, such as the 2020 A-level grading controversy during the COVID-19 pandemic (Kolkman,
2020). This incident highlighted the potential for Al systems to perpetuate or exacerbate existing
inequalities if not carefully designed and implemented.

It is important to note that the effectiveness of Al-enabled adaptive learning tools may vary depending
on the context. There is a lot to be learnt from implementation research, which originated in the field of
medicine (Peters et al., 2013) and has been adopted within educational technology research to explore
the way that the circumstances and actions involved in a technology's implementation impact on its
success or failure (e.g. Allison, 2023). When it comes specifically to Al in education, Chaudhry et al.
(2022) warn that Al systems trained on data from one educational context may not perform optimally in
another, highlighting the need for careful consideration of demographic and contextual factors when
implementing Al in education. For example, an Al system trained on data with mostly primary level
English white male students from urban independent schools and designed for classrooms with two
teachers and around twenty students may not work as well in state schools with students from different
races and genders with thirty-plus students in classrooms. Furthermore, even teachers within the same



school, department or year group are likely to utilise tools differently depending on their pedagogical
beliefs and life experiences (Aubrey-Smith & Twining, 2024). These nuances result in different lived
experiences for both teachers and students, creating different manifestations of impact.

The ethical dimensions of Al systems should be taken into consideration before being deployed in
educational contexts. Baker and Hawn (2021) discuss numerous instances of Al going wrong in the real
world with devastating effects, emphasising the need for rigorous testing and evaluation of Al systems
before their implementation in sensitive areas such as education.

As can be seen from this very brief review, research literature was suggesting promising potential for Al
in education before the launch of CPT. There is evidence that Al can be used to enhance both teaching
and learning outcomes, yet the literature also emphasises the need for thoughtful implementation,
consideration of ethical implications, and awareness of contextual factors that may influence its
effectiveness.

Research about Al in Education after the release of ChatGPT

It is certainly the case that the rapid advancement of generative Al technologies has precipitated a
significant shift in educational interest in Al. However, whilst recent studies are starting to illuminate the
situation, it is very early days in the process of gathering evidence about the real impact of generative Al
technologies within education and there is little empirical evidence to draw on at the current time. There
are a few publications, reviews and metanalysis and this number will grow over time. It will be important
to track this literature to see if the early findings are consistent, and if the situation changes as the
technologies evolve. Sampling from the limited number of papers currently available suggests that while
Al offers promising opportunities for personalised learning and enhanced educational efficiency, it also
presents substantial ethical and practical challenges that require careful consideration.

The integration of Al into education presents both significant opportunities and substantial challenges.
On the positive side, generative Al technologies offer significant potential to enhance and personalise
the learning experience. Meniado's (2023) rapid review highlights ChatGPT's capacity to support
language learning through personalised content generation, instant feedback, and extensive practice
opportunities. This aligns with the findings of Montenegro-Rueda et al. (2023), who emphasise Al's
ability to adapt to individual student needs and learning styles, thereby improving student motivation
and engagement. The implementation of Al-powered tutoring systems, exemplified by the NSWEduChat
initiative in New South Wales, Australia (New South Wales Department of Education, 2024),
demonstrates the potential for Al to provide equitable access to high-quality educational support. Such
systems are particularly beneficial for students in rural and remote areas, addressing issues of
educational inequality highlighted by Yu and Guo (2023).

Al tools examined in the literature reviewed here, show promise in augmenting teaching practices and
improving efficiency. Meniado (2023) notes ChatGPT's utility in lesson planning, material development,
and assessment processes. This is corroborated by Samala et al. (2024), who emphasise Al's potential to
reduce teachers' workload by automating routine tasks such as grading and answering frequently asked
qguestions. The NSWEduChat case study further illustrates how Al can optimise teacher time and
facilitate more personalised learning support.

There are also positive findings with respect to assessment and feedback. Both Meniado (2023) and the
NSWEduChat project highlight Al's potential in automating certain aspects of assessment, such as



generating exam questions and providing detailed feedback on written work. Samala et al. (2024) expand
on this, noting that Al can provide instant feedback to students, a feature particularly valuable in large
classroom settings where individual attention from teachers may be limited. This automation could
significantly reduce the administrative burden on educators, allowing for more frequent and
comprehensive assessments.

However, there are also substantial challenges. For example, one of the recurring themes across the
literature relates to the ethical implications of Al use in education. Ogunleye et al. (2024) emphasise the
need for robust ethical guidelines and regulatory frameworks to address issues such as plagiarism, bias,
and data privacy. This concern is echoed by Samala et al. (2024), who raise alarm about the ease with
which students might use Al tools for cheating or plagiarism, highlighting the need for robust detection
systems and clear ethical guidelines.

There are also challenges with respect to accuracy and reliability. While Al systems like NSWEduChat
demonstrate improved accuracy compared to free Al tools, Meniado (2023) cautions about the potential
for inaccurate responses from Al. This underscores the importance of human oversight and critical
evaluation of Al-generated content. Yu and Guo (2023) further emphasise the need for careful design
and implementation to avoid exacerbating existing educational inequalities.

There are also concerns about potential skill deterioration in learners due to over-reliance on Al tools
(Meniado, 2023). Educators must strike a balance between leveraging Al support and ensuring students
develop essential skills independently. This aligns with the recommendation from Montenegro-Rueda et
al. (2023) to view Al as a complementary tool rather than a replacement for human educators.

A further area of concern noted is with respect to equity and access. While Al has the potential to
democratise access to educational resources, as demonstrated by the NSWEduChat project, for example,
there remains a notable gap in research contributions from the Global South (Ogunleye et al., 2024). This
highlights the need for more inclusive development and implementation of Al educational technologies.
Yu and Guo (2023) stress the importance of considering socioeconomic, cultural, and institutional factors
when implementing Al in educational settings to ensure fairness and avoid bias.

As is so often the case with new interventions, there are also concerns raised about teacher training and
readiness. Montenegro-Rueda et al. (2023) identify a critical gap in teacher training as a major obstacle
to effective Al implementation. Their research reveals that many educators feel unprepared to integrate
Al tools into their teaching practices, suggesting a pressing need for comprehensive professional
development programmes.

From the particular perspective of the project being discussed in this report, there are some implications
for school and system leaders available from this early small literature that align well with the findings
we report here. For example:

1. Policy Development: Establish clear guidelines for the ethical use of Al in teaching, learning, and
assessment practices. This should include protocols for data privacy and security, as highlighted
by Yu and Guo (2023).

2. Professional Development: Invest in comprehensive training programmes to ensure educators
can effectively and responsibly integrate Al tools into their practice. This addresses the gap
identified by Montenegro-Rueda et al. (2023).
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3. Infrastructure and Security: Develop robust Al infrastructure and security measures to protect
student data and ensure equitable access. This is crucial given the concerns raised about data
privacy and security (Yu and Guo, 2023).

4. Curriculum Adaptation: Consider updating curricula to incorporate Al literacy and critical
thinking skills necessary for an Al-augmented world. This aligns with the need for a balanced
approach that leverages Al while preserving essential human elements of education (Samala et
al., 2024).

5. Ongoing Evaluation: Implement systems for continuous evaluation of Al tools' impact on
learning outcomes and teaching practices. This addresses the call for longitudinal studies by
Samala et al. (2024) to understand the long-term effects of Al use in education.

6. Collaborative Research: Engage in partnerships with researchers and developers to contribute to
the ongoing development and refinement of Al educational technologies. This supports the
interdisciplinary collaboration advocated by Yu and Guo (2023).

7. Ethical Framework: Develop and implement a robust ethical framework for Al use in education,
addressing concerns about academic integrity, bias, and fairness (Ogunleye et al., 2024; Samala
et al.,, 2024).

The future of education may well be shaped by how effectively we navigate this delicate balance
between innovation and responsibility in the use of Al particularly generative Al. School and system
leaders are at the forefront of this transformation, and their informed decisions will play a crucial role in
shaping the educational landscape of tomorrow. There is promise and there is challenge, and probably
the only conclusion that we can draw with any certainty at the moment is that it is imperative that those
involved in leading education institutions and systems embrace learning about Al as a priority.

Generative Al technology is evolving quickly and it is important that we all work together to stay abreast
of developments, to learn from each other and to speak truth to power, when we have concerns about
the way these technologies are delivering impact of concern. Yes, there is huge potential for positive
outcomes from their use, but there is also a huge amount of uncertainty about exactly what is
happening when these technologies are being used. If we want to reap the benefits, then we must tread
carefully while we await future research and evidence about how best to implement and integrate these
powerful technologies into our education systems. As the field evolves, ongoing critical analysis and
empirical investigation will be crucial to fully realise the potential benefits of Al in education while
mitigating the associated risks.
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The MAT Al Guidance Framework

For school system leaders, Al technology and its provocations fits within a much broader educational
leadership landscape. The timeline of this project included the lead up to a general election with a
change of government bringing associated political, economic, accountability and social change for the
education sector. For multi-academy trusts, non-political organisations such as the Confederation of
School Trusts (CST) and the Queen Street Group highlight the importance of schools and trusts as civic
leaders, embedding resilience and sustainability in organisational planning amidst an often rapidly
changing political and socio-economic landscape. Contemporary issues, such as how to respond to Al,
mental health and wellbeing, recruitment and retention, curriculum and assessment reform, financial
pressures and so forth are in abundance; each interconnected and interdependent, yet each requiring
different forms of strategic and operational action. School system leaders are often reminded by
leadership experts, professional mentors and specialist advisory bodies to pivot around a clear vision for
the purpose and parameters of their organisation - a challenge in itself, for leaders already working at
capacity.

Every trust, school and leader, will bring their own unique combination of skills and expertise,
background and experience, confidence and uncertainty, to any professional conversation. What this
project has sought to offer is a guided pathway. We extend an invitation now, for every school system
leader to join this shared journey ahead.

The table below outlines the core questions and discussions that those involved in this project explored
in depth over 6 months. The work is framed here as a MAT Al Guidance Framework of 10 question sets.

The first two question sets in the framework have a high level strategic focus and need to be led by the
CEO of the MAT (or group of schools) drawing in relevant colleagues and stakeholders. The following
guestion sets are more operational (albeit at a strategic leadership level), and are likely to be delegated
to senior leaders, leadership teams and targeted working groups.

The simplicity of The MAT Al Guidance Framework is not intended to suggest a simple pathway, but a
way of surfacing the strategic thinking required, and then signposting existing partnerships, resources
and support (rather than duplicating the many Al and school related offers that already exist in the
sector).

Each group of schools is likely to respond uniquely to each question, taking account of the many and
varied influences affecting the organisation structurally, as well as the individual people within those
structures. Themes and insights that have arisen from across this project group are shared later in this
report, along with associated recommendations.
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Table 1: 10 Key Question Sets for Leaders

Key Areas of Interest HQuestions

Strategy & Vision

What does our organisation exist to achieve?

What does this mean for our learners, staff & families?

How is our education model achieved, and why is that the case?
What are the outcomes that we most value?

The Role of Al

Within this vision, what should the role of Al be?

How might Al support or challenge the vision?

Which role & remit (who) will hold overall strategic and/or operational leadership of Al?

How might Al impact our organisational structures and decision-making processes?

How do we ensure Al enhances rather than replaces crucial human interactions?

What aspects of our work should remain primarily human-driven, and where can Al add the most value?
How can we contribute to and learn from broader discussions about Al in education at [inter] national level?

Governance &
Safeguarding

What governance and accountability frameworks need to be in place?
What are our Al Safeguarding responsibilities?

Finance, Data &
Technology

What costs and savings should be considered?

What is the most appropriate data management plan for our organisation?

What technology and infrastructure are required across our stakeholder groups?
What infrastructure and resources will we need to support evolving Al technologies?

People & Community

What does implementation mean for our organisation?

What training should be offered to stakeholders and when?

What support should be put in place for different stakeholders?

How can we effectively communicate our Al strategy to parents, governors, and the wider community?
What opportunities exist for collaboration with other schools, MATs, or organisations in Al implementation?
How do we balance innovation with community expectations and values?

Staff Development

What training and support do our staff need to effectively integrate Al into their work?

How should the potential digital divide among staff be addressed to ensure equitable Al competency?

How should the human elements of working practices be maintained and enhanced as Al becomes more prevalent?
How can we use Al to free up time for more meaningful interactions between staff, students, families and our wider
community?

What opportunities exist for using Al to enhance collaboration and resource sharing across our MAT?
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Key Areas of Interest HQuestions

Curriculum &
Assessment

How do we prepare our students for an Al-influenced future workforce and society?

How should we adapt our curriculum to incorporate Al literacy and emerging skills?

What role should Al play in our assessment practices, and how do we ensure fairness and accuracy?

To what extent can Al support personalised learning pathways, in harmony with our wider educational vision?

Equity & Access

How do we ensure equitable access to Al technologies across our schools and student populations?
What strategies can we employ to bridge digital divides and socioeconomic disparities in Al access?
How can we use Al to enhance inclusivity and support diverse learning needs?

Ethical Considerations

How do we teach stakeholders to critically evaluate Al-generated content and use Al ethically?
What safeguards should we put in place to protect stakeholder data and privacy?
How do we address potential biases in Al systems and ensure fair treatment of all stakeholders?

Monitoring &
Evaluation

How should the impact of Al on our vision, strategies and operations be evaluated?
How can we gather both quantitative and qualitative data to assess Al's effectiveness?

How frequently should we review and adjust our Al strategy based on evidence of impact?
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Insights from Multi-Academy Trusts

This report is the culmination of a project bringing together leaders from a group of Multi Academy
Trusts (MATs) and families of schools who collectively represent the leadership of 413 schools,
approximately 32,000 staff and % million young people across England.

The MATs involved ranged in size

from very small (2-5 schools)

through to very large ~100 schools)

and provide education for children
aged 3-19, including through ise o Man
mainstream, special, alternative i
and nurture provision. Schools
within these MATSs are spread

across England and represent
catchments ranging from areas of

high socioeconomic deprivation to
more affluent areas, and intakes
representing a breadth of pupil and
family characteristics.

Throughout the project,

participants took partin more than | o =

40 different synchronous and m X

asynchronous targeted data - W e A

generation activities including o e T ¢ ==

roundtable discussions, research P ST 5

interviews, polling and surveys,
collaborative boards and document

construction, use-case design,
small group discussions, document review, and feedback on reading tasks.

The findings from these activities have been converted into a set of recommendations that speak to
the majority, but not all, of the sections within The MAT Al Guidance Framework outlined in Table 1
(reflecting the limitations of data generation over a 6 month period).

The key overarching finding across all of the MATs participating in this project is that no-one
considers themselves as having addressed or solved all of the issues that are arising as a result of the
provocations raised by Al. Whilst educators are known for their self-deprecation, this Al-specific view,
shared by the majority of the sector, simply reflects that we are at a relatively early stage of
mainstream Al presence and use.

Colleagues who took part in this project had job titles which were many and varied, but can be

broadly grouped under the headings seen below, reflecting which leadership role these particular
MATs assigned responsibility for Al to prior to this project.

15



® CEO

@ Executive Leader
Director of Education

@ Director of Digital

@ Director of IT

@ School Leader with Trust
Responsibilities

Many of the MATs and participants involved in this project have already been actively supporting Al
awareness raising across the wider schools sector, including through conference presentations and
workshops, provision of INSET and staff training, sharing of resources, leadership of support
networks and informal support. Part of their role typically includes awareness raising within their
own MAT - which for many includes a large number of schools and hundreds or thousands of staff.

It is important to highlight that this group is not representative of the wider sector. Wider datasets
gathered indicate that this project group were significantly more informed and confident about Al
and its associated considerations than typical schools and educators at this point in time.

Those reading this report who are seeking detailed insights and school/trust based expertise are
encouraged to reach out to those involved in this project (see project team list).
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Recommendations

Sections below set out 28 recommendations based on specific themes that emerged through this
project. These recommendations are likely to be of interest to school and system leaders, policy
shapers and makers, those involved in governance, accountability and communications,
organisations providing Al related products and services, and the wider education ecosystem.

The high level recommendations are grouped here under considerations relating to:

How MAT leaders conceptualise Al

Al use by children and young people
Knowledge, accuracy and reliability
Safeguarding, data and privacy

Staffing and workforce

Curriculum, assessment and classroom practice
School support

These recommendations are not exhaustive, nor do they attempt to claim extensive coverage across
all aspects of Al consideration. However, the recommendations, combined with the MAT Guidance
Framework (Table 1), aim to offer material and insights shared by those who are pathfinding in this
space, for the benefit of the wider sector.

Considering how MAT leaders conceptualise Al

1.

Tailor Al leadership resources to reflect diverse perspectives and priorities. Encourage
leaders to recognize their own strengths and potential blind spots regarding Al
implementation. This approach will foster a more comprehensive understanding of Al's
implications in education and promote openness to considering previously overlooked
aspects of Al integration.

For MAT leaders, invest time in examining personal belief systems, encompassing both
pedagogical and leadership philosophies. For Multi-Academy Trusts (MATs), consider Be
Ready's MAT CEO mentoring programme which incorporates leadership expertise from
renowned figures such as Andy Buck and Mary Myatt, alongside current MAT CEOs involved
in this project, offering valuable insights for self-reflection and professional growth.

Highlight the importance of engaging with contemporary research. This ensures a current

understanding of priorities, issues, and solutions for common challenges and opportunities.
Those working in this space are strongly encouraged to contribute to research as well as to

consume published research.

Considering Al use by children and young people

4.

Make Al awareness training available for students, families, and staff (including
governance). Focus on transparency about appropriate Al use, explaining suitability through
real-life examples rather than just policy. This approach will help stakeholders make informed
decisions about Al use in both educational and real-world contexts, fostering critical thinking
and digital literacy.

Consider conducting in-depth, anonymous studies within schools to investigate how and

why students use generative Al outside of school hours. Involve students, families, and
teachers in the research, focusing on specific tasks and contexts. This approach will yield
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richer insights into the psychology of young people surrounding Al use, moving beyond
surface-level generalisations to inform more effective educational strategies and policies.

Consider further research into stakeholders' perceptions of Al use, particularly generative
Al, by different parties in the educational ecosystem. Focus on how these perceptions
impact relationships, exploring aspects such as trust, credibility, fairness, equality and equity.
This research will provide valuable insights to help navigate the complex social implications
of Al adoption in education and inform policies that promote positive relationships amongst
all stakeholders.

Considering Knowledge, Accuracy & Reliability

7.

Address the complex challenges of Al bias and misinformation in education. This could
include expanding understanding of Al bias beyond output to include design, auto-marking,
and adaptive products, as well as tackling the growing mistrust in human interactions and
content credibility due to Al-generation. This might include, introducing Al and digital literacy
as core subjects, embedding philosophical and social thinking across all year groups and
developing whole-community education programmes on Al for learners, staff, and families.
This approach will help foster a more nuanced understanding of Al's impact and build
resilience against misinformation across your educational community.

When considering future curriculum and assessment reforms, carefully examine how
specific technologies, including Al, implicitly shape pedagogical approaches in curriculum
design and classroom practice. Pay particular attention to the impact these embedded
pedagogies have on teacher job satisfaction and children’s sense of identity as learners. This
nuanced understanding will help create more balanced and effective educational strategies
that harness technology's benefits whilst preserving the core values of teaching and learning.

Prioritise assessment reform as a key strategy to address many of the challenges posed by
Al in education. Consider alternatives such as 'assessment when ready' approaches and
evaluation methods that emphasise knowledge application alongside recall, discussion and
stakeholder-validated evidence. These alternatives may help create a more flexible, relevant
assessment system that better reflects learner capabilities in an Al-enhanced world, whilst
mitigating concerns about Al-enabled cheating.

Considering Safeguarding, Data & Privacy

10.

11.

Develop a comprehensive Al governance strategy that addresses children's rights, data
protection, and safeguarding in the evolving educational technology landscape. This
approach will enable your trust to proactively manage the risks and opportunities presented
by Al in education, whilst ensuring compliance with current and future ethical and legal
standards. To support this activity, engage with children's rights organisations and
government bodies; Implement specialised Al-related safeguarding training; Contribute to
and utilise a centralised repository of Data Protection Impact Assessments (DPIAs); regularly
review and renegotiate technology contracts to account for emerging Al features, an
maintain ongoing awareness of Al developments in education.

Advocate for and support the development of a centralised repository for Data Protection
Impact Assessments (DPIAs) specific to educational technology tools. This resource should
be accessible to individual schools and trusts, allow for customisation to suit specific
organisational needs and contain core content from suppliers regarding data security and
processing. By centralising these resources, we can significantly reduce duplicated efforts
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12.

across the education sector, streamline compliance processes, and ensure more consistent
data protection practices whilst maintaining the flexibility needed for diverse educational
settings.

Proactively address the challenges posed by Al that is being integrated into existing
educational technologies. As data controllers, schools and trusts are responsible for data
safety, yet suppliers often have more insight into new Al features. To manage this, regularly
audit your digital tools for Al additions, engage with suppliers about these changes, and
consider renegotiating contracts to clarify Al-related data protection responsibilities. Invest
in Al training for staff and explore forming consortia with other trusts to increase leverage
with suppliers. This approach will help ensure your data protection measures keep pace with
evolving Al integration in your technology stack.
7 Key questions to mitigate risks:
1. Have the relevant regulations been considered? (e.g. GDPR or EU Al Act)
2. Will the Al be collecting data and where will this data be shared and stored?
3.  Will any sensitive data (such as personally identifiable information) be
collected?
4. Have the intended users of the Al received training about the benefits and
risks of using Al and best practice on how to mitigate the risks?
5. Have all stakeholders been informed that Al is being used and consent
obtained as needed?
6. Does the use of Al align with your goals and is an evaluation plan in place?
7. Has the Al model being used been identified and checked for known risks?

Considering Staffing & Workforce

13.

14.

Support fresh research into how Al is reshaping the teacher's role. Partner with bodies like
The Chartered College of Teaching, Teacher Development Trust, ASCL, National College and
Institute of Teaching to explore Al's impact on teacher professionalism, education and
development. Use findings to revamp teacher training, continuing professional development
and our understanding of teaching expertise in an Al-enhanced setting. This proactive
approach will better equip our teaching workforce for the future, ensuring Al integration
bolsters rather than undermines the vital role of teachers.

Support research into how Al may affect MAT organisational functions and staffing.
Similarly to the recommendation above, taking part in sector wide discussions about
evolving organisational priorities, needs and associated staffing could offer helpful insights in
relation to recruitment, professional development and retention. Support the creation of a
national working group to identify MAT functions that could benefit from Al, informing future
staffing and policy strategies.

Considering Curriculum, Assessment & Classroom Practice

14.

15.

Participate in the upcoming curriculum review to integrate Al literacy across all educational
stages. Engage with the DfE Curriculum Review National Roadshow in 2025, and draw upon
experiences of MATs already implementing Al literacy programmes. In addition, promote the
exploration of pedagogical beliefs among staff, using resources like ‘From EdTech to PedTech’
(Aubrey-Smith & Twining, 2024), to foster increased reflection and understanding.

Recognise and respond to the evolving career landscape shaped by Al's pervasive influence

on society. Adapt curriculum and skills development programmes to better prepare Gen
Alpha (current primary-aged learners) and Gen Z (current secondary-aged learners) for
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16.

17.

18.

future career pathways. Focus on cultivating skills likely to be in high demand, such as data
science and entrepreneurship. This forward-thinking approach will ensure that young people
are equipped with the competencies needed to thrive in an Al-driven job market, enhancing
their future employability and adaptability.

Advocate for and support the development of a more precise categorisation system for
educational tools, particularly those incorporating Al. This should clearly distinguish
between tools that enhance teacher workflow and productivity, and those that directly aid
the teaching or learning process. Engage with organisations such as EVR, Al in Education and
EdTech Impact to lead this initiative. A clearer categorisation will enable more informed
decision-making when selecting and implementing educational technologies, ensuring that
the tools adopted genuinely align with pedagogical goals and operational needs.

Champion and conduct small-scale impact studies on Al use in your schools. Begin with
simple, low-risk interventions like using Al image generators to enhance writing tasks. These
studies offer a safe 'way in' to introduce Al tools across primary and secondary classrooms
with minimal technology and training required. Document and share findings to contribute
to the growing body of knowledge on Al in education. Encourage collaboration between
schools to build a diverse range of case studies. These small-scale studies will provide
valuable insights into the practical implementation of Al within the context of curriculum,
pedagogy, assessment, and safeguarding concerns.

Advocate for the inclusion of key Al considerations in initial teacher education
programmes. Work with initial teacher training providers, universities, and relevant
educational bodies to develop a concise yet comprehensive module on Al in education. By
ensuring new teachers enter the profession with this knowledge, we can foster a workforce
that is better prepared to navigate the evolving Al landscape in education, make informed
decisions about Al integration, and model responsible Al use for young people.

Considering School Support

19.

20.

21.

Leverage the existing infrastructure of support networks to support your schools. National
networks (e.g. EdTech Hubs and Challenge Partner Trust Leaders), and those with regional
hubs, are well-positioned to offer scalable. Tapping into these resources offers access to
shared experiences, best practices, and practical insights from peers across the country. This
collaborative approach supports the navigation of the many challenges of Al more effectively,
ensuring educational innovation whilst avoiding common pitfalls.

Diversify your school's research approach by reducing reliance on purely quantitative
methods. Whilst initiatives like Research Schools and NPQs have improved research skills,
there is a need to embrace more qualitative approaches. This is crucial when evaluating Al in
education, where understanding human intelligence is key. This balanced approach will
ensure your school values human intelligence alongside technological advancements, leading
to more insightful evaluations of Al in education.

Advocate for the establishment of a non-politicised, non-commercialised body to help
filter the overwhelming influx of Al tools and resources in education. This organisation
should develop a robust, context-sensitive framework to evaluate these tools, helping to
identify those most relevant and impactful for specific school environments and individual
priorities. This would reliable, tailored information, streamlining decision-making process
and ensuring more effective implementation of Al resources.
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22.

23.

Seek out and utilise guidance on using generative Al for school communications, such as
report writing and letter drafting. Encourage organisations like The Key, the Confederation
of School Trusts (CST), or relevant unions to develop and share template policy points and
best practice guidelines. Adopting clear, well-informed policies on Al use in administrative
tasks, will ensure consistent and ethical application across individual schools or across a
trust, whilst potentially improving efficiency and communication quality. Proactively
engaging with these resources will support those involved in navigating the integration of Al
into administrative processes responsibly and effectively.

Pro-actively participate in discussions with media partners to ensure that coverage of Al in
education is nuanced, accurate, and grounded in real-world experiences from the school
system. This approach will foster a more informed public discourse, helping to build trust
and understanding around Al's role in education amongst all stakeholders. By offering
expertise and experiences to these organisations the sector will be providing evidence-based
examples and stories that showcase the realistic impact of Al in education. This will serve to
counteract over-generalised hype, unwarranted scaremongering, or exaggerated promises of
transformation.

Considering Policy (local & national)

24.

25.

26.

27.

Support a comprehensive Al literacy and awareness training for all professionals involved
in education policy, inspection and accountability roles. This training should be on par with
that provided to school leaders and teachers. Additionally facilitate opportunities for these
system-based colleagues to visit and engage with school leaders who are actively
implementing Al initiatives. This direct engagement will contribute to a more informed and
nuanced understanding of Al's role in education across the wider system. This approach will
help align policy, inspection, and accountability measures with the realities of Al
implementation in schools, ensuring more effective and supportive frameworks for Al
adoption in education.

Encourage those leading on policy and accountability to define the parameters around
what they will and will not lead in relation to Al. This clarity, alongside clear expectations
about the implications of those parameters will allow the sector to work together more
effectively — with schools, systems, suppliers and the wider education ecosystem clear on
what each can do to support each other.

Encourage a revision of the 1:1 device provision policy as part of the National Curriculum
review. Highlight the potential for Al to exacerbate existing inequalities if access to
technology is not addressed. Emphasise that many MATs have already achieved or are
working towards a 1:1 device-to-student ratio. Initiate and participate in national
conversations about addressing the inequalities between schools and MATs that do and do
not offer this contemporary toolkit to their students. Stress the importance of providing
equal opportunities for all learners to develop digital literacy and Al skills, regardless of their
school's financial situation or leadership priorities. Championing this cause will help to
ensure that all students have the opportunity to develop the digital skills necessary for
success in an Al-driven world, reducing the risk of widening educational inequalities.

Engage with marketplace solutions like EdTechimpact and supplier associations such as

BESA to advocate for improved filtering and quality assurance mechanisms for Al-related
educational products. Participate in discussions to help define 'quality' in the context of Al
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28.

educational tools, ensuring that the evaluation process aligns with real-world educational
needs and values. Actively contributing to this process will help to shape a more navigable
and trustworthy Al marketplace for schools, enabling more informed decision-making.

Actively engage with organisations developing innovative schooling models to explore Al's
potential in enhancing not only individual operations but also inter-model relationships.
Collaborate with networks such as the DfE's Innovation Unit, The Open School, CST, Trust
Leaders, and Queen Street Group to facilitate discussions on how Al can: support multi-MAT
collaborations; enhance blended learning network; improve Open School models and bridge
gaps for learners moving between different educational structures. This approach can lead to
smoother transitions for learners, more efficient resource sharing between institutions, and
a more cohesive, supportive environment for the wider school community.
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Conclusion

The findings from this project involving 23 groups of schools, representing over 400 institutions and a
quarter of a million young people across England, reveal that Al technologies are catalysing profound
reassessments of educational paradigms. These reassessments encompass all aspects of education,
including learning, teaching, curriculum, assessment, and systemic structures.

Multi-Academy Trusts (MATs), alongside other groups of schools, face the complex task of navigating
these transformations. They must carefully weigh Al's potential benefits against ethical
considerations and the fundamental human aspects of education. While there is palpable
enthusiasm for Al's educational prospects, significant apprehensions persist regarding its
implementation, ethical usage, and effects on pedagogical practices.

This research underscores the need for a judicious, ethical, and strategic approach to Al integration in
education. MATs must develop clear Al strategies and robust governance frameworks that address
critical areas such as staff development, curriculum adaptation, equity and access, and ethical
considerations. These strategies should aim to enhance learning experiences and tackle emerging
challenges whilst preserving the essential human elements that underpin effective education.

A recurring theme throughout this research is the importance of maintaining a balance between
technological innovation and the human-centred aspects of education. As Al technologies become
more prevalent, there is a pressing need to redefine the roles of learners and educators, equipping
students with both Al literacy and critical thinking skills, while supporting teachers in their transition
to facilitators and guides in Al-enhanced learning environments.

The findings of the project reported here also highlight the potential for Al to personalise learning
experiences, streamline administrative tasks, and provide data-driven insights. However, MATs must
thoughtfully address concerns about data privacy, ethical use of Al, and the potential exacerbation of
existing digital divides as they incorporate Al into their strategies.

As we look to the future, it is clear that the integration of Al in education will require ongoing
collaboration, research, and adaptation. MATs and school groups must remain agile, continuously
evaluating the impact of Al on their educational practices and adjusting their strategies accordingly.
They must also engage with broader stakeholders to ensure that Al implementation aligns with
community values and expectations.

The ultimate goal when it comes to Al in education, is to harness Al's potential to enrich and
transform educational practices, ensuring they remain relevant, inclusive, and aligned with evolving
societal needs. By approaching Al integration thoughtfully and responsibly, MATs and school groups
can navigate the provocations of Al and shape a future of education that is both technologically
advanced and deeply human-centred.

The journey ahead is complex and multifaceted, but by working together, sharing insights, and

maintaining a focus on ethical and effective implementation, MATs and school groups can create
learning environments that prepare our students for success in an increasingly Al-driven world.
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MAT Trends, Insights & Recommendations

Overview

The 39 school system leaders involved in this group collectively represent the leadership of 413
schools, approximately 32,000 staff and % million young people across England®. Each group of
schools nominated 1-2 leaders into this project which in itself reflected how leadership of Al had
been allocated within that particular organisation.

The group came together for 7 in-person and virtual sessions over a 6 month period, benefitting from
a range of international thought leaders as guest speakers - each of whom initiated thinking and
discussion based around provocations in relation to aspects and issues outlined in the MAT Al
Guidance Framework. Project participants took part in more than 40 different synchronous and
asynchronous targeted data generation activities including roundtable discussions, research
interviews, polling and surveys, collaborative boards and document construction, use-case design,
small group discussions, document review, and feedback on reading tasks.

The findings from these tasks is summarised below under the following headings:
e Trends in relation to how MAT Leaders conceptualise Al

Trends in relation to Al use by Children and Young People

Trends in relation to Knowledge, Accuracy and Reliability

Trends in relation to Safeguarding, Data & Privacy

Trends in relation to Staffing & Workforce

Trends in relation to Curriculum, Assessment & Classroom Practice
Trends in relation to School Support

Trends in relation to Policy (local & national)

These trends cover the majority, but not all, of the sections within The MAT Al Guidance Framework
above, reflecting the limitations of data generation over a 6 month period.

Individual MATs and participants have not been identified within the findings set out below, but
there is a full list of participant names and organisations involved at the end of this report should
readers wish to engage directly with any participant for follow-up conversation.

Finally, the trends and insights in this report should not be viewed as representative of the wider
schools sector because those participating were a self-selecting group based on having a particular
interest in both Al and school system leadership.

Trends in relation to how MAT leaders conceptualise Al

Across the participating MATs, there appear to be some notable trends in how Al is being
conceptualised. First, there are those who are taking deliberately high level strategic approaches that
take account of policy, data architecture and infrastructure, privacy and security and training - these
tend to be larger MATs with significant centralised staffing capacity and specialist expertise to lead on
these matters, and often leadership stemming from the IT industry or business, or educational
leaders with a computing subject specialist background. However, in some cases, individual schools

L For full details see ‘Co-Author’ list at the beginning of this report.
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and employees within these MATs see this strategic approach as creating a void of inactivity, and
consequently find discrete workarounds that enable them to utilise tools that they feel appropriate
based on their individual professional judgement. Second, there are those who take what might be
described as an informal Action Research approach - setting in place guidance policies and training,
and establishing responsive working groups that surface issues, seek out solutions and engage in
very agile multi-stakeholder communication. These tend to be mid size and smaller MATs, with Al
leadership often sitting with individuals with expertise which forefronts values-led approaches to
education over subject specialism or function; often in the primary sector. Finally, there are those
who may or may not have created short term mitigations to risks that have been identified to them
by third parties (e.g. DfE, Ofsted or Union guidance), and who may or may not have implemented
basic Al awareness training and/or Al policies. These schools/groups might be characterised as led by
accountability mindsets, but are often confidently uninformed - in other words, they believe that
they have taken all current necessary action, and that otherwise, Al related activities are not seen as
an immediate priority.

It is important to note that this crude categorisation of schools/groups/MATs alludes to a relationship
with MAT size (e.g. large, mid and small MATs or LAs and individual schools), or phase (e.g. primary,
secondary). However, it is likely to be a simple correlation rather than a causal relationship. The
approach adopted (either intentionally or implicitly) by a school or MAT is more likely to be defined
by 2 key influences. The first is the extent to which the most senior leader in the organisation is
meaningfully engaged with the issues around Al. This sets the scope of Al considerations as either
‘organisation wide’ or delegated to a particular function, department, or individual (which in turn
then broadly sets the scope and parameters that the Al leadership works within). The second is the
professional and personal background of the person taking the lead role for the organisation in
championing thinking and engagement with what they define as the important considerations. If the
person leading on Al considerations has an HR/People, Finance/Operations, Data/IT background,
then their framing around the use and implications of Al across the organisation will be shaped by
that expertise and in turn aligned with business or operational priorities. Similarly, with those from
education backgrounds, subject and/or phase specialism plays a very strong influencing role. For
example, an executive leader with an education background as a secondary STEM teacher will be
more aligned with a business leader’s focus on systems and processes, whereas an executive leader
with a background as a (non STEM based) primary classroom teacher will be more aligned with a
focus on inclusion, relationships and holistic human development. With regard to Al - and indeed
wider system leadership - both are important, but the background of the leader directly demarcates
which is forefronted for the organisation. This shapes the overall position that the MAT/group
consequently takes on Al - setting in place organisational perceptions that Al should be attended to
as part of business strategy or educational strategy.

There are patterns about who leads Al in different sizes of MATs (or groups of schools) and associated
challenges. For example, larger trusts often (but not always) have central teams with specialist
knowledge around data, IT, potentially Al, and project management. These organisations are in a
good position to project manage, think about complex operational considerations and plan scaled
implementation projects. However, at school and classroom level these plans are sometimes
perceived as out of touch with practical realities and can create significant variance between schools
within the organisation, as well as individual schools often conducting their own plans ‘despite’ the
trust wide implementation or plans. In mid-sized MATs the role of Al often relies on someone who is
based in school with particular enthusiasm and clear ideas for Al but who is likely to have less
capacity, and potentially less of an opportunity, to scale ideas and practice beyond their immediate
environment (e.g. their own school, department, cluster or working group). Al enthusiasts tend to be
a Computing Teacher, IT lead or Digital Champion which means that those who are not technology-
minded see it as technology or subject-specific and not as relevant to other subjects/phases/roles. In
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smaller MATs, Al leadership can often depend on a specific person who is given some responsibility
either in leading, training or dissemination. Consequently, actions pivot around individual people’s
knowledge and passion projects which tends to be short term due to such enthusiasts often moving
roles or organisations quicker than other staff.

Research concerned with educational leadership more broadly highlights the importance of leaders
exploring and understanding their own embedded belief systems and how these permeate through
thinking and decision making. Data collated through this project aligned with this sentiment. For
example, when asked about their pedagogical beliefs, 48% of project participants viewed knowledge
as an information recall system (rather than individually constructed mental models or socially
developed models), with just 3% of participants maintaining that view when asked about ways in
which people learn (e.g. information processing versus individually constructed mental models, or
socially developed models). This inconsistency in stated beliefs is not unusual, and does not
necessarily reflect contradiction or lack of understanding by respondents. Instead, wider studies
suggest that this simply reflects educators lack of clarity about their own thinking and their own
embedded beliefs. Given the significant variance and implications of education leaders beliefs and
how this appears to significantly influence their approaches to Al in education, this is potentially an
important insight.

Approximately half of the MATs in this project are prioritising business-oriented foci in relation to Al
tool application (with a roughly even split across HR/People functions and Data/Analysis efficiencies),
and approximately half are focused on Al tools as directly applicable to education (with the majority
focused on teacher workload and teacher task productivity). This insight - where the focus tends to
be on adults, and in particular with administrative functions, contrasts slightly with the evangelist
hype positioning across the sector at present - which tends to predominantly champion Al as
changing the future and face of learning and individualised learning pathways.
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Trends in relation to Al use by children and young people

A number of leaders spoke about the limited knowledge that many schools, teachers, and parents
have about what their children are accessing outside of school and how they are engaging with Al
tools directly and indirectly. This aligns with insights directly from students (both primary and
secondary) who talk about their use of Al tools (particularly Gen-Al such as ChatGPT and Gemini) and
their belief that their parents and teachers do not know that they use them, or know how to use
them. It is not known how widespread this ‘hidden’ use of Al is, but the emerging issue is that there
is a clear lack of awareness from families and schools about the reality of young people using Al
already. This ‘blind spot’ is compounding the risks associated with a lack of Al literacy - for all
stakeholders, e.g. safeguarding risks, trust issues, appropriate and critical use, and intelligent
application.

Many MATs had surveyed their student body to identify which children are already using Al. Those
who offered the opportunity to respond anonymously tended to find a higher number of students
confirmed active Al use. This variance was particularly notable for those working with key stage 2
and key stage 3 children for whom there are publicly communicated age limitations on the use of
some technologies. Whilst these informal survey approaches varied methodologically, the general
trend across this group appears to be that a majority of students in year 6 (age 10-11), and above are
aware of Al and have used it in some form, usually outside of school and often on a smartphone.
Those involved in classroom research (e.g. working with academic partners), report that many
students from Year 6 and above report that they are using Al as part of homework assignments, and
often with a perception that their teachers are unaware that they are doing so. Students tend to
speak about this openly (unless asked directly in person by a teacher or leader at their school),
expressing significant frustration that they are told not to use Al, but that Al use is permeating ‘the
real world’; that they believe they need to learn how to use it; and that they see its use for
homework as part of them teaching themselves how to use it. These students wish to be proactive in
learning tools that they see as critical for their future employment. This mismatch between what
students perceive as necessary and relevant for them to learn, and what they feel that their school is
allowing or preventing them from learning, is creating a friction and level of disenchantment with the
schooling system. Importantly, students often said they were not intending to use Al to ‘cheat’ but to
save time or help them get started on a task - a subtlety often overlooked by those reporting or
discussing student use.

Plagiarism using Gen-Al has been the subject of many discussions across the sector, but is not quite
the issue that the media and some policy makers perceive it to be. Most forward-thinking MATs see
the concern around Gen-Al use in this way as a symptom of underlying issues - namely: assignments
being set that only require low levels of cognitive engagement (and are thus easy for Al prompts to
produce); existing assessment policies and norms being about knowledge recall rather than deeper
critical engagement with subject material (thus lending themselves to automated information
processing behaviours - whether Al, digital or otherwise); assignment design lacking in imagination
(thus not engaging students in subject matter or process meaningfully and thus constraining intrinsic
motivation to engage with the material); or curriculum lacking in personal relevance for students
(and thus not encouraging or motivating student engagement). Most MATs spoke about their
approach to cases of students using Al dishonestly as a behavioural matter not a technology matter,
and that the focus on anti-plagiarism software is more aligned with a policing approach rather than
educational approach. Solutions to plagiarism issues were seen as relating to task design, Al literacy
for all stakeholders, and strongly rooted in human relationships and behavioural expectations.
Related to this, some leaders spoke about research they had carried out within their organisations
looking into how students were using Gen-Al, reporting figures of around 50% of anonymised
respondent students confirming use of Gen-Al as part of homework. However, what these lines of
inquiry often did not distinguish between was the use of Gen-Al to ‘help’ with homework (e.g. for
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troubleshooting, or to aid with blank page syndrome) versus the use of Gen-Al to ‘do’ homework
(e.g. plagiarism), and so the relationship between Gen-Al and homework tasks is not yet fully
understood. Classroom discussion across these groups tends to suggest that the Al use is less about
intended dishonesty and more about seeking support, but this is an area that is under researched at
this stage.

MATs in this project spoke about student awareness that their teachers were using Al to plan,
prepare and resource lessons, and in some cases their awareness that Al was also used for marking
and assessment (e.g. through rubric, report writing or specific Al auto-marking products). In some
cases, students spoke about a sense of injustice whereby teachers were using Al openly and
purposefully to support them with their tasks, but students were not allowed to do so, even though
they perceived themselves as being the generation most in need of being able to understand, use
and critically assess the role of Al. This perceived injustice often led to significant frustration with
both the teacher and the system - with students seeing schooling as increasingly unjust and
irrelevant in the contemporary landscape. It is possible that this frustration is another contributing
factor to current absenteeism and mental health issues permeating the sector.

Related to this, MATs often spoke about the way in which families, governors and colleagues - as well
as teachers and children - looked to the school for guidance around Al. This tended to be reactive,
when unforeseen issues arose, as well as proactive leadership.

What are stakeholders perceptions and reactions?
How have you engaged with stakeholders?

Teaching staff
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Trends in relation to Knowledge, Accuracy & Reliability

Both teachers, leaders and students spoke about an awareness about the biases embedded within Al
- expressing frustration that these issues are still present despite widespread coverage about
concerns in mainstream media and discourse. However, bias tends to be spoken about in terms of
Gen-Al output (text and image/video outputs), rather than considerations such as bias of design (e.g.
to particular pedagogical belief systems), or bias in auto-marking (e.g. handwriting legibility) or
adaptive products (e.g. user statistical manipulation of MCQs). Some spoke about the moral duty of
technology companies to address this, and the extent to which the user data and profile of the
person entering the prompt should or should not influence the nature of the bias within the Gen-Al
response.

Similarly, leaders, teachers and students spoke about an awareness of information being potentially
plausible yet inaccurate - i.e. hallucinations and misrepresentation. Along with more alarming
concerns around deliberately misleading content (e.g. deep fakes, disinformation and
misinformation). These issues appeared to be instilling increasing levels of mistrust between human-
to-human interactions as well as of technology generated content. Anecdotally, a number of leaders
spoke about the increasing plausibility of inaccurate content appears to be causing students to
guestion trust in what were historically considered trustworthy sources (e.g. people in positions of
power or authority, peers and acquaintances, mainstream non-fiction sources) because of the
perceived use of Al by those previously-trusted sources. Consequently, the notion of [teacher]
expertise is less well defined and ideas about [source] credibility are more complex. Notably, there
appeared to be two trends across leaders around this. First, those who raised these issues but were
at a loss as to how to respond to them other than to feel disempowered and fearful, and second,
those who saw practical solutions to mitigate for these challenges - for example, Al and digital
literacy becoming core subjects, a resurgence in philosophical and social thinking being embedded
across all age groups, and whole-community education programmes simultaneously supporting
students, staff and families in order to bring cohesion.

Understanding bias within Al vs | | know what | should be considering
(from a safeguarding perspective), when choosing Al tools
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Many MAT leaders identify a sense of friction between the current policy imperative on declarative
and procedural knowledge and the automated way in which Al can assign, produce, assess and
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redirect these pathways. However, the majority of the current teaching workforce takes a pragmatic
approach to working within the accountability structures in place, and have thus adopted practices
which conform to populist behaviourist approaches which have been mandated through national
policy (either directly or indirectly). Whilst this friction between the pedagogical beliefs of teachers
and the politicised pedagogy of policy has well established links to the current retention issues facing
the workforce, Al is seen as an exacerbating influence. This is largely because of the ways in which
the provocations surfaced by Al magnify existing problems - e.g. assessment depending on
knowledge recall, access issues widening the digital divide, mistrust between authority and young
people, perceptions of schooling being increasingly irrelevant to both employers and society, and
socioeconomic and cultural factors increasingly experiencing division and polarisation. That said,
many of the issues surfaced were embedded within the Hidden Curriculum, and often not made
explicit either at national, local or school policy level. It is possible that there is more agency within
the system than is currently perceived, but operational workload levels and a disproportionate focus
on accountability measures are keeping focus on the externalisation of issues.

Trends in relation to Safeguarding, Data & Privacy

Leaders, teachers and students spoke with different degrees of knowledge and understanding about
the importance of data security, confidentiality and privacy in relation to Al. However, when probed
about the nature of personal data, most saw personal data as explicit identifiers (e.g. name, date of
birth, address, school name), and personal detail (e.g. medical conditions, salary, religious, political
or gender views, attainment or qualification detail). Very few had an understanding of the
implications of publicly collected and combined data sets (e.g. credit card spending habits combined
with location tracking on smartphones leading to predictable daily routine analysis, or scaled facial
recognition software profiling and predicting community behaviours - as already extensively used by
government agencies and partners). Thus, data security and privacy were largely seen as self-
contained data management matters rather than having implications on cultural, political and
commercial morality.

Furthermore, whilst the MATs in this project had clear safeguarding, confidentiality and privacy
policies in place this was often based on core government or national advice around policy and
procedure (e.g. KCSIE, Ofsted, DfE guidance) rather than taking into account broader ethical
considerations. For example, permission about use of children’s images within school or on school
websites being granted solely by a parent, and actioned by the school in accordance with that
permission, rather than the child themselves having a voice to decide how their image is used and
portrayed based on specific contexts (in the way that an employee might be allowed). The lack of
opportunity for children to be empowered to make these decisions for themselves is of particular
importance in a contemporary landscape given that digital facial recognition now is becoming
increasingly prevalent in wider societal toolsets. In other words, children’s images from early
childhood (even photos of everyday classroom activities) may be used to train Al products and
services which are then used (a) beyond mainstream education, and (b) over a longer period of time
than a child’s attendance at their school - potentially well into adulthood.

However, the majority of the group were at least aware about safeguarding matters arising from the
pervasive use of Al in societal consumer use, highlighting particular priorities as follows:
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Many leaders spoke about the time consuming nature of DPIA processes in relation to Al tools.
Leaders referred to the importance of organisations owning and understanding the detail of the risk
assessments, whilst recognising the significant overlap between one school based organisation and
another. The investment of time within the organisation to minimise and mitigate risk was
recognised as valuable, but as a sector, the duplication seen as inefficient. The structure of the MAT
sector is partly responsible for this, with colleagues referring to more centralised solutions to DPIA
processes under LA (maintained school) structures and within devolved government regions (e.g.
Scotland).

Many trusts and schools have digital technology in place at school or trust/group level which
historically did not have Al features within it (e.g. MIS). However, as these tools begin to introduce Al
to their products, there are concerns that schools/trusts - as data controller - have the responsibility
for data safety but undertook due diligence on the products before some of the critical issues came
into effect. Leaders described this as the schools having the responsibility but the suppliers having
the insights.

MATs with specialist IT and data expertise spoke about the importance of broader staff awareness
about protocols and implications in relation to data security, encryption and anonymisation. Regular
audits and updates were key to this, both to maintain data integrity as well as to ensure the real-life
application of ethical standards by all stakeholders (e.g. leaders, teachers, support staff, governors,
families and children).

Trends in relation to Staffing & Workforce

Very few of the MATs saw the role of the teacher itself as changing as a result of Al beyond short
term transactional evolutions (e.g. workload and productivity adjustments such as preparation,
resourcing and marking, and potential for automated marking and individualised pathway
assignment). However, a majority spoke about the consequences of efficiencies, for example, the
need for greater Al literacy across the teaching workforce, and the use of Al tools leading to an
increase in teacher capacity whereby greater time and focus could be spent on the teacher ‘adding
value’ to classroom experiences, rather than processing tasks through routine classroom delivery and
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management. A number of leaders spoke about this magnifying existing variance between highly
effective teachers, and those who are either less skilled, or less motivated to improve their own
professional practice. Related to this, many leaders spoke about recruitment and retention issues,
about budgets being squeezed, and the potential for Al to support teachers with [traditional]
curriculum delivery tasks in order that the teacher can focus on higher value learning support.

Furthermore, some leaders are rethinking staffing structures in order to reconceptualise the role of
the professional-adult-in-the-room who may evolve from the traditional role of teacher (and/or
teaching assistant) to instead be there as a person to support student’s [holistic] personal
development, drawing upon specific subject-experts, learning facilitators and support staff as and
when required. This was seen by some as a natural and sensible evolution of the schooling system -
thinking strategically differently about staffing and the role/skills of the adult in the room rather than
just about operationally replacing or supplementing the teacher. In a landscape of recruitment and
retention difficulties and workforce requests for flexible working, this potentially blended teaching
workforce solution already has some success stories underway (e.g. subject specialists teaching
across MATs via video-call with classroom teachers physically in the classroom with the students), so
the role of Al in supporting this directly or indirectly was seen as highly relevant for future workforce
planning.

Another recurring theme relating to employee productivity was about central staff considering how
Al (and other digital tools) may support increased organisational productivity in such a way that
some administrative functions are no longer required. For example, chatbots supporting incoming HR
or People enquiries; student attendance tracking and follow up; or financial analysis and operating
procedures; data analysis to inform decision making and improving organisational outcomes. Leaders
spoke about work underway within their organisations to identify where Al is appropriate or not
appropriate to utilise, and what the return-on-investment may be of investing in relevant Al tools.
Notably this view was spoken about in context of broader organisational considerations - e.g.
changes to employee skillsets and the different options for addressing this through training,
restructure or reconceptualising functions.

There are three aspects of improvement to MAT employee productivity that colleagues spoke about
with great hope. The first being a reduction of workload (i.e. productivity improvements resulting in
lesser workflow and reduced time or capacity required to complete comparable tasks). The second -
associated with this - is better teacher and employee work life balance, and consequent
improvements to mental health and wellbeing. The third - as a result of the first two - was seen as
greater staff satisfaction and consequent better staff retention rates. Some MATs have robust
datasets which do show a direct link between organisation wide digitised ways of working, higher
than national average retention rates, and higher than national average staff satisfaction rates?.

A majority of those taking part in this project used Al regularly to reduce their own workload, with
typical examples including: Gen-Al being used to create an initial draft of letters, newsletters, policies
that staff could then refine and edit; summarising of meetings, notes and lengthy documents;
creation of images, presentations and training materials, as well as some uses of data analysis tools,
chatbots, advanced searching and logistical planning tools (e.g. timetabling or project planning).

2 Aubrey-Smith, F., (2023) Changing Learning. Changing Lives. What happens when EdTech becomes PedTech?
An independent review of LEO Academy Trust. London
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Trends in relation to Curriculum, Assessment & Classroom Practice

Many trusts spoke about the importance of separating out curriculum and pedagogy when thinking
about Al. Furthermore, many spoke about the difficulties with Al / technology experts leading
conversation about Al in classroom practice as this has tended to forefront (a) teaching and teacher
productivity, and (b) support for learners that stem largely from formative assessment tools and
automated adaptive teaching models (i.e. automated teaching tools which are being presented as
personalised learning tools). These assumptions created a particular frustration amongst leaders
whose background was from areas other than STEM (inc. computing) specialists because the lack of
distinction between curriculum and pedagogy unintentionally encourages particular views on what
teaching and learning should look like (which tended to align with information processing,
behaviourist or individual constructivist forms of pedagogy). These assumptions consequently direct
sector conversation in ways that are seen as unhelpful and out of alignment with the majority of the
teaching profession (who tend to align more with social constructivism). Some leaders spoke about
this as creating a barrier to progress because the pedagogical views of the majority of the teaching
workforce (beyond IT, digital or Al enthusiasts) are not reflected in current Al discourse.

Many educational leaders spoke about their duty to prepare young people for the workplace, and
the important role of communication and interpretation skills. Leaders often referred to Gen-Al as
both depending upon these skills and as a vehicle for contributing to the learning of these skills. The
importance of grammar and syntax within prompt craft, the need for clearly articulated ideas within
spoken and written communication and the ability to comprehend and synthesise results and ideas
returned by Al has clear overlap with Communication and Language (Early Years Foundation Stage) as
well as Literacy and English (Primary and Secondary Curriculum).

Many forward-thinking MATs within this project have already begun explicitly teaching Al literacy, Al
& Ethics, Safeguarding and Al criticality (bias and misinformation), with many having designed and
begun to implement specific schemes of work. This is more common in secondary schools, and more
common for those who have been thinking about Al for more than 1 year. This trend often correlates
with those who have also completed at least one cycle of Al training for all staff (e.g. whole
organisation INSET or structured series of training sessions). Many of those who have developed
their own Al awareness raising schemes of work have been part of broader networks around Al
support and have benefitted from early access to expert and specialist knowledge within the schools
sector (e.g. Sir Anthony Seldon’s Al in Education).
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Leaders report that a large number of teaching staff are using forms of Al to support with automated
formative assessment - typically creating multiple choice questions or quizzes through the use of
Gen-Al (ChatGPT, Gemini, Claude etc) as well as tools which use broader Al such as Century, Atom,
Quizziz and Socrative. These questions and quizzes are then used as a digitised and automarking
version of activities which may otherwise have been created through other digital means, or through
paper and pen based resources. Thus, whilst in many cases teachers refer to these as educational
tools, these may be more appropriately characterised as automated teaching or classroom
productivity tools - with the efficiencies and benefits pivoting around teacher workload and
workflows, or interactions previously conducted by the teacher (e.g. questioning, formative
assessment), rather than changing teaching techniques or learning processes themselves.

This key point about Al tools that automate processes previously carried out by a teacher (e.g. asking
questions, assessing answers, adapting questions/tasks) is significant because (a) it aligns with
particular sets of pedagogical beliefs about how learning takes place (e.g. traditional, behaviourist
and individual constructivist models, rather than socially oriented models), and (b) because what is
described as personalised learning or individualised learning, is often instead personalised teaching
or individualised content provision. This leans into a broader issue around how benefits of Al are
often conceptualised and whether attention pivots around benefits to learners, benefits to teachers,
or benefits to organisational operations.

Within Al discussions, there is often great excitement about the potential of Al tools to change the
role of the teacher to one of a guide or facilitator, rather than a provider of knowledge (the so-called
‘sage on the stage’). However, as outlined above, there is a significant mismatch between this
narrative (which requires a socially oriented model of pedagogy) and trends in how Al tools are
currently being conceptualised and used (which tend to reflect a non-social model of pedagogy).

There are however aspects of Al use which offer support for a wide range of pedagogical models,
many of which were seen as holding great promise by those with multi-school educational
improvement roles. For example, the use of Al tools to combine complex datasets (e.g. content
engagement, formative assessment, behaviour, targets and pupil characteristics) in order to provide
more targeted multi-agency intervention to specific students or groups of students. Yet whilst there
is clearly significant potential within these tools, school improvement and CPD leads across MATs
also highlighted that very few teachers, middle or senior leaders in schools have specific expertise in
data generation, data analysis or data science. This means that there is still a notable gap between
what most products offer, and what classroom teachers or leaders actually need in order to see a
significant meaningful impact on children’s learning.

MATs in this project reported that when asking secondary school teachers about how they use Gen-
Al with their students, the responses focused more on teaching (marking, resource preparation etc),
and less on learning (with the exception of automated adaptive teaching tools). Furthermore, when
leaders spoke about asking their staff about how they want to use Al to support their classrooms, the
priorities tend to be around the role of the teacher and functions of teaching (e.g. relating to teacher
productivity), rather than around supporting learner behaviours and skill development. This differs
slightly with primary schools where the priorities tend to be more about using Gen-Al to support
learner reflection and metacognitive processes.

There are now well established arguments about the importance of ‘the human in the loop’ when
using technology, prioritising human intelligence in a world that is increasingly immersed in Al, and
understanding neurobiological implications of human-technology interactions. However, there is an
irony that many of these conversations are ultimately framed around promotion of increased use of
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technology. Consequently, the educational operational detail that would translate this research and
theory into practice is often missing, and as a result, a void appears between theory and practice
within schools. This is arguably compounded by a curriculum which some argue as being dated and
lacking in relevance in a contemporary context where the championing of Human Intelligence needs
to be prioritised over Artificial Intelligence.

A common theme across schools where tangible positive impact of Gen-Al was being seen in the
classroom related to the use of image generators. A typical use case was that children would be
working on a specific piece of writing with a focus on vocabulary. Having drafted their writing, the
teacher would prompt an Al image generator to create an image based on the writing which would
then be used as a discussion stimulus for the effectiveness (formative assessment) of the child’s
chosen vocabulary. These uses tended to be iterative, with the child then improving writing and
seeing the impact of their work on the visualisation. Leaders reported seeing tangible improvements
in quality of vocabulary, SPAG and writing outputs as a direct result of this, although none had yet
formalised this through academic studies.

One of the issues highlighted by many MAT leaders was the importance of balancing the automation
that Al tools offer, with teacher autonomy, creativity and flexibility. There are a significant number of
influences that shape how different teachers respond to the same intervention in the same school
which go far beyond Al awareness or training (e.g. teacher education and expertise, subject
specialism, pedagogical beliefs, agency and autonomy, confidence and their own mental/physical
health). Therefore, MAT leaders leading or contributing to teacher development - both during initial
teacher education (e.g. those who work with universities and lead ITE provision) as well as through
teaching career stages (e.g. those who provide CPD internally and as outreach), spoke about needing
to navigate many complex combinations of professional learning needs.

Trends in relation to School Support

All of those involved in this project were keen to know more about what other schools and trusts are
working on in relation to Al (as well as more broadly). However the rationale for this is importantly
because it partly stems from seeking reassurance about their own approaches and practice; partly
seeking views of expert peers to inform future plans; partly seeking opportunities to share expertise;
and partly about building a sense of peer community. Those seeking these insights are not
necessarily looking for research findings, case studies or summary documents, but rather more
opportunities to connect with peers in specific contexts and working on specific priorities - allowing
direct discussion, in-person demonstration of practice, and exchange of ideas. Importantly,
colleagues are as keen to learn about examples of problems, issues and advice on what not to use or
do, as well as examples of impactful positive practice and solutions to common challenges.

In relation to existing practice, trends for monitoring and evaluating Al use were highly varied. Some
MATs were utilising established evaluation frameworks in order to be consistent with monitoring and
evaluation of any strategy or operational intervention within their organisation. Others were using
project management centred evaluation frameworks or processes, action research cycles, or models
dependent upon statistical analysis based on variables such as finance, staff capacity, learner
outcomes, and so forth. MAT leaders spoke about the importance of gathering both qualitative and
guantitative data in order to contribute to robust monitoring and evaluation cycles, but as with
broader education research, expressed concern about the reductionist nature of quantitative
analysis techniques, and the unintentional way in which qualitative data is often either analysed just
at surface level (e.g. subjective narratives) or using solely quantitative analysis methods (e.g.
codification), rather than deeper techniques (e.g. interpreting dialogic undertones or critical
thematic analysis).
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Many leaders spoke about teachers using generative Al tools to produce bespoke classroom
resources (e.g. multiple-choice quizzes, example texts based on particular characters or scenarios,
explanations, images), and the instant gratification associated with both workload reduction and
more personalised material. Leaders spoke about the greatest benefits of Gen-Al use reported by
staff being perceived as time savings rather than improvements to quality of resources. Notably, with
trusts who have provided training and support at scale for their teaching staff, the impact was seen
across both enthusiasts, and those who might be described as more digitally reluctant. However, this
widespread impact was usually associated with trusts who had provided Al awareness training in
partnership with hands-on training at scale. Where training had been provided for enthusiasts,
working groups or pilot projects, it tended not to include those who would be more reluctant and as
such that ‘harder to reach’ group of teachers perceived Al more negatively as a result (i.e. the
approach led them to think about Al as only relevant for enthusiasts, and in some cases magnified
perceptions about media-led fears around wider Al use).

Many MATS in this project have started to use generative Al to support the production of school
reports. Forward-thinking trusts or groups have taken a proactive approach to how this may be
received by those reading or receiving the reports. Typical trends included the writing of an ‘Use of
Al for report writing’ policy which provides staff with clear guidelines about the limitations of Gen-Al
use, the importance of proof-reading and rewording the importance of personalising content specific
to individual children, proof reading, and not including personal or identifying creatures in the Gen-
Al prompts entered (either through prompts or uploaded documents such as attainment data).

Across the trust/group leaders, there is a perception that 18 months after the mainstreaming of
headline Gen-Al tools such as ChatGPT, the well known tidal wave of hype that typically follows
technological innovation is now itself creating a barrier issue. This issue was variously characterised
as enthusiasts championing how numerous Al tools might be utilised, well meaning claims about the
transformation of education and society, and cynicism about the marketing benefits of organisations
and individuals seeking to align themselves with the latest ‘new technology’. The consistent
consequence of this issue appears to be that sector bandwidth is now being weighed down by white-
noise - with conference speakers often being seen as repetitive, enthusiasts being seen as tiresome
and those sounding messages of caution being seen as oppressive. These distractions have created a
foggy cloud which is preventing the sector from championing a long-shared cause about the need for
reform to both assessment, and blended approaches to school models. Both of these wider
educational issues are not new issues and are increasingly driving dissatisfaction in the workforce
(with consequent retention implications) as well as across the student population (with consequent
negative implications on attendance, net mobility, disaffection, behaviour, mental health and
attainment outcomes). Al is seen as proactively exacerbating much of this discussion but without
necessarily moving the issues forwards.

Trends in relation to Policy (local & national)

The MATs involved in this project tended to be proactive in terms of creating school or trust level
policies addressing Al. Some chose to have an overarching Al policy that incorporated a wide range
of associated issues (e.g. Data security and privacy, roles and responsibilities, safeguarding etc),
whereas others chose to embed Al considerations across the whole suite of school or trust level
policies.

However, this is an emergent space, with a majority reporting their work in relation to this as
underway, rather than complete:

39



Our current MAT policies take account of issues
raised by Al (e.g. data, privacy, safety,
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More broadly, MAT leaders often spoke about the role of policy shapers and makers (e.g. DfE, Ofsted,
Ofqual), and the ways in which guidance usually comes after schools have already had to respond to
real-world events. There was frustration that guidance tends to focus on regulations and
accountability, rather than innovation, and often transfers responsibility to school organisations
without providing sufficient support (e.g. funding, time/capacity, signs posted resources or training).
However, most school leaders had mixed views on whether these bodies should be both regulator
and innovator, expressing perceived difficulties with organisations attempting to simultaneously do
both.

Most leaders spoke about Al exacerbating the Digital Divide through variable provision within and
between schools, as well as variable connectivity and access for students, staff and families beyond
school. In addition, Al literacy was seen as further exacerbating the gap between those who have
access and understanding about how to leverage that access, and those who do not have one or the
other. Many leaders expressed hope that ‘someone’ would mandate widespread Al awareness
training (but not necessarily tool training) at population, sector or community level in order for
young people, workforce and community to have a coherent and consistent understanding. It has
been noted that there are others around the world doing this to varying degrees, and felt that the
communities around schools in England are therefore being left behind. The importance of both
school and home / family / community understanding being shared was seen as particularly
important in order to tackle some of the contemporary issues emerging. For example, the
repercussions of deep fake images/videos which take place in a form of ‘no mans land’ between
home and school yet have implications for both. Gaps in both knowledge and authority to act were
perceived as exacerbating mental health, wellbeing and societal equilibrium. In some scenarios,
trusts are playing a role in bringing digital access into home environments, and are keen to support
this with Al awareness training for families as part of addressing the wider Al related digital divide
issues.

In addition, most leaders spoke about the simple role of reliable access to devices and connectivity
for children and adults and the significant inequalities across roles, schools, homes and community
at present. Notably, this included socioeconomic inequalities, as well as role based inequalities (e.g.
Support Staff are rarely given access to a workplace device, presenting an immediate disadvantage to
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accessing awareness raising training, exploratory use of tools or skill development to support their
professional role).

Some leaders spoke about the role of the DfE in listing approved products and a procurement
framework. However, this was counterbalanced with the view of some trusts that DfE procurement
frameworks do not always result in best value for money and that many MATs buy products through
other routes because of better pricing options. There was a degree of pragmatism across the group
about the extent to which a government department could realistically keep an approved product list
up-to-date given that the Al product landscape is changing so rapidly. The consensus appears to be
that schools would appreciate some systemic quality assurance simply to filter out the ‘white noise’
of such a busy market place - full of products promoting their Al credentials and solution.

In discussions about the future role of schooling in light of Al, many MAT leaders highlighted the
need for schools to reflect contemporary society. Emergent themes from these discussions tended to
pivot around young people having a more personalised experience - whereby content, support,
assessment, location and timing of learning could (or should) become more flexible. Leaders were
keen to discuss ways in which existing schools could evolve to meet these needs, taking into account
the many other related influences (e.g. recruitment and retention difficulties, budget pressures,
socioeconomic pressures, community relationships, and global unrest to name but a few). Al was
seen as offering both solutions and challenges for these issues.
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