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	Targed/target
	Yr hyn yr wyf wedi'i wneud yn yr aseiniad hwn
What I have done in this assignment...


	[bookmark: cysill]Targed/Target 1
	Improve your use of punctuation.

	I feel I have taken care throughout this assignment ensuring accurate use of punctuation has been used. 

	Targed/Target 2
	Use your appendices to support the points that you make wherever possible. 

	Throughout this assignment I have made sure that I include reference to my appendices where appropriate. 

	Targed/Target 3
	Take every opportunity to support points with literature.

	Throughout the whole of this assignment I have made sure that relevant literature has been added to support what I am saying. 



 








This report examines a chosen priority from a School Development Plan (SDP) of a school where observations and research were carried out during teaching placement one. The chosen priority that will be discussed is priority three within the school’s SDP which is ensuring professional learning for all staff. A review of Literature will be conducted focusing on SDPs themselves as well as the topic of the chosen priority. A discussion will follow demonstrating knowledge and understanding of the process including self-evaluation, how the priority involves stakeholders, strategic planning and measuring impact. This discussion will also reflect and evaluate the school’s actions and SDP and provide suggestions on how things could have been done differently. Lastly, there will be a conclusion summarising what has been discussed as well as what has been learnt and how this will have an effect professionally in the future. The school discussed is based within the heart of the community and has currently over 400 pupils with a percentage of 24.7% of free school meals. Within the school there is a mixture of children with EAL and ALN. In a recent inspection the school were also awarded a green category (My Local School, 2007). 
[bookmark: _Hlk34593304][bookmark: _Hlk36126057]An SDP can be viewed as a strategic plan for improvement where a school will clearly and concisely bring together the priorities, the main measures and the resources that are needed to raise the standards to achieve the key outcomes and targets that are also outlined in the SDP (Booth et al., 1992; Education Authority, 2019). Welsh Government (2014) emphasises the duty of the boards of Governors through to school management to prepare and revise an SDP. Through this process boards of Governors and school management are required to consider any guidance that has been provided by the Department of Education, their Education Authority (EA) and any inspection findings. Booth et al. (1992) notes that this encourages schools to take into account not only their values but national initiatives and areas for improvement. Incorporating these elements into an SDP allows the school to sharpen its direction and allow management and progress to take place (Booth et al., 1992). SDPs can focus on both short-term and long-term development (Davies and Ellison, 1998). Hargreaves and Hopkins (1994) and Bennett et al. (2000) discuss that SDPs create a sense of accountability for schools to adhere to plans and make an effort to reach highlighted outcomes as it is now commonplace for them to be assessed during inspections (Broadhead et al., 1996; Eacott, 2012). However, this may lead to targets being included in the SDP that can be achieved easily rather than targets which would be harder to implement but benefit the school to a greater extent (Hargreaves and Hopkins, 1994). Under this pressure, school management may also take an overbearing role in implementing measures (Bennett et al., 2000). This may have a detrimental effect as both Hargreaves and Hopkins (1994) and Bennett et al. (2000) agree that the enthusiasm and engagement of individual classroom teachers is significant to the positive outcomes of SDPs.
[bookmark: _Hlk36895611]Effective professional learning for teachers is something that allows them to focus on and continue to develop the fundamental attributes of being an effective teacher. Engaging in continued professional development or learning allows teachers to enhance their understanding and knowledge of the content they are teaching giving them a range of strategies which in turn will help the children learn and develop further (Earley and Bubb, 2004; The department of Education & Training, 2005; De Vries et al., 2014). As well as developing knowledge, continued professional learning has been found to improve the quality of teaching delivery as well as efficiency in teaching (Earley and Bubb, 2004; De Vries et al., 2014). However, Day and Leitch (2007) discuss that recent research has shown that these high-quality education opportunities for pupils is dependent on the commitment and resilience of teachers to engage in professional learning and development. This commitment comes from a continued effort to develop and learn (Earley and Bubb, 2004). 
[bookmark: _Hlk37341282]Over the years professional development has seen increasing attention. Craft (2002) suggests that this is due to increased demands for high standards and calls for teachers to improve their quality of teaching. This has put pressure on teachers to upskill themselves and continuing to learn throughout their profession. However, Day and Leitch (2007) argue that continuing professional development (CPD) has always been seen as something that is important within the teaching profession. Due to these reasons, more schools and EAs are being recommended to implement formal CPD for teachers (General Teaching Council for Northern Ireland, 2010; Greany and Allen, 2014). Earley and Bubb (2004) discuss the benefits of formal CPD for teachers noting that it improves retention and recruitment of staff as well as contributing to a positive ethos where everyone in the work place feels valued and motivated. If CPD aims to be able to raise the standards of teaching and pupils learning it should be put in place when there is a good understanding of the ways in which teachers learn best themselves (Day, 2002). However, a significant amount of CPD does not seem to take place based on the complexity of the teacher or demonstrate a commitment in supporting teacher’s moral purposes, which is seen as an essential part of their professionalism and are fundamental aspects of the teaching profession (Sockett, 1993; Hochschild, 1993; Goleman, 1995). Instead, Day (2002) denounces that much of the CPD training focusses on ensuring compliance with the curriculum and assessment models which may alienate teachers who already feel overburdened with bureaucracy. Furthermore, Castle et al. (1998) discusses three setbacks identified with regards to schools providing professional development. These are, funding and resourcing, curriculum coherence and the relationship to practice.
[bookmark: _Hlk37247889][bookmark: _Hlk36931935][bookmark: _Hlk36322518][bookmark: _Hlk37247486][bookmark: _Hlk37082642]As well as being given opportunities to help them become better practitioners, Earley and Bubb (2004) say that teachers themselves must be able to play a key role within the process of CPD. De Vries et al. (2014) identify three ways in which teachers themselves can participate in CPD. These are updating knowledge and skills, reflective activities and collaborative activities. Verloop et al. (2001) notes that teachers can develop their practical and theoretical knowledge in multiple contexts. These can include personal research and attending courses. De Vries et al. (2014) notes that this knowledge requires constant updates to reflect societal and educational developments and innovations. A certain level knowledge is necessary for other methods of development such as reflection in order to make it meaningful (Verloop, 2001; Van de Ven, 2009). Schon (1983), Eraut (1994) and Cheetham and Chivers (2001) describe reflection as an essential part of professional learning as it helps practitioners to make sense of their knowledge and how to adapt it to put it into practice, similar to reflective cycles developed by Kolb (1984) and Gibbs (1988). However, despite this many teachers do not engage in reflective activities as part of CPD (Kwakman, 2003; Van Eekelen, 2005; Dijkstra, 2009). Pickering et al. (2007) and Street and Temperley (2005) discuss that teachers can work together in CPD, collaboratively being able to learn from each other whilst also offering support. Working collaboratively can introduce new ideas and different approaches to challenges for teachers (Putnam and Borko, 2000; Kwakman, 2003). The support provided through this method can also reduce stress and improve confidence (Cheetham and Chivers, 2001). Collaborative work between teachers can develop Professional Learning Communities (PLCs) which have been found to enhance learning for both teachers and students (Bolam et al., 2005; Greany and Allen, 2014). Sergiovanni (1996) writes that the idea of classrooms acting as learning communities for children will remain more rhetoric than real unless schools become learning communities for teachers. However, Hargreaves (1998) argues that sharing ideas does not necessarily mean sharing of knowledge but more the sharing of information which only becomes knowledge to the receiving party when considered and applied to context.
The chosen priority within the SDP that will be discussed is the continuation of professional learning for all staff within the school. The SDP shown in appendix 1 outlines that professional learning and development must be tailored to the teacher’s individual needs and this could involve a teacher taking on a new role within the school or developing and widening their knowledge of a role they currently have. There are three inspection areas that the school have focused on. These are teaching and learning experiences, care, support and guidance and leadership and management.
[bookmark: _Hlk37080410][bookmark: _Hlk37257003]One of the action points within the SDP shown in appendix 1 relates to professional learning for staff in relation with education provision for children with English as an Additional Language (EAL). For this particular action point the school has involved all members of staff to ensure the training is consistent to everyone. To ensure that staff become more assured in supporting children with EAL the school will employ an EAL specialist to come into school one day a week to train school staff on supporting children with EAL and ensure competency in assessing their language skills. The school has also invested in EAL resources to support teachers and provide them with different tools to use when teaching. As well as this, staff are collaborating with other schools and going on visits to network sessions where they can see how other schools are developing their EAL training. Following on from this action point the school are aiming for staff to feel more supported and confident in being able to assess children’s language skills upon entry into the school and support and facilitate the learning of children with EAL. Children with EAL are also expected to show ongoing progress in language acquisition following these measures. The school also want parents of children with EAL to feel welcomed and supported by the school after the training takes place and the resources are put into action. To help monitor the impact of these measures, the school will engage with the Governing body through a link governor. However, the SDP does not specify how they will measure these aims, perhaps resulting in many staff being unsure on the follow up of the action points and how the success will be gauged. The school may consider specifying the plan for measurability of the action point for consistency and concordance (Conzemius and O’Neill, 2006; Hardy et al., 2010). Despite this, these measures appear to provide ample opportunity for CPD with teachers not only able to develop confidence and knowledge regarding EAL from direct training and resources but through collaborative work with other schools (Putnam and Borko, 2000; Kwakman, 2003; Sood and Mistry, 2011; De Vries et al., 2014; The Bell Foundation, 2019). 

[bookmark: _Hlk37174956]Another action point within the SDP shown in appendix 2 relates to all staff developing and working towards the schools understanding of equality and equity and celebrating the diversity of individuals. Working towards this action point the school are decolonising the curriculum by bringing in whole school staff anti-racism training from the charity Show Racism the Red Card. Show Racism the Red Card (2020) aims to ensure that staff are trained and confident to deal with racism. The school are also working towards this action by establishing a PLC. This allows teachers to collaborate with each other sharing ideas and thoughts on their current practice in regards to equality and discuss how to further develop this within their own classes as well as celebrate diversity. Following on from this action point the school are aiming for staff to become actively aware of racism and know how to overcome any of these issues. Also, the school are aiming for everyone to have a good understanding of the school’s equality message. This message is for everyone to be valued, diversity is celebrated and the prejudices will be challenged. Although the aim is firmly set out within the SDP, the school could perhaps think more towards how to specifically measure this action point to ensure the aim has been met by the measures implemented (Conzemius and O’Neill, 2006; Hardy et al., 2010). This could perhaps be achieved through the management team engaging in one-to-one conversations with staff members at scheduled times to gauge their progress and current understanding of the school’s message. Furthermore, research by Dixon et al. (2016) questions the longevity of training provided by Show Racism the Red Card, recommending follow up training to uphold the initial high standards. Further training would also work towards ensuring continuous professional development. However, the initial training is important to allow teachers to recognise issues and teach about diversity positively (Smith, 2005; Show Racism the Red Card, 2020). Similar to the action point regarding EAL, this action point does include plentiful opportunities for personal learning through specific training from external providers and the active sharing of ideas amongst peers (Putnam and Borko, 2000; Kwakman, 2003; De Vries et al., 2014). 

Another action point within the SDP shown in appendix 3 relates to the school developing their performance management process into a new performance growth model. The school’s management team are working alongside teachers in particular for this action point. This involves removing the current senior management team observations of teachers and replacing this with a peer coaching model, where the teachers will record themselves teaching and receive feedback from their chosen peer after watching the recording back. As well as this the school are working towards a research objective for all teachers, this will involve a lesson study model where the research will be shared at the end of the school year. The school are aiming for staff to feel that the performance management process is a more purposeful process which will give them the opportunity to grow and develop in their performance and professionalism. By introducing the new observation model, the school are hoping that staff will be able to take ownership of the process and this will allow for self-reflection and collaboration to be formed between members of staff. Within the professional development process the teachers are able to work collaboratively together allowing them to share ideas and ways in which they can improve and develop their teaching practice (Putnam and Borko, 2000; Kwakman, 2003; Pickering et al., 2007). Also, through watching the videos of their teaching, the teachers are able to reflect on their own performance noticing their strengths and giving themselves targets to work towards (Schon,1983; Eraut, 1994; Chivers, 2001). This action point actively promotes the use of reflection, something which many teachers struggle to fit in (Kwakman, 2003; Van Eekelen, 2005; Dijkstra, 2009). The new performance management process means that staff from the senior leadership management team no longer have an input in the performance feedback or process. Whilst this new model holds many potential benefits, perhaps occasional meetings with senior leadership staff could keep feedback consistent and appropriate (Rhodes and Beneicke, 2002).
Overall the school are providing a variety of training sessions for staff and sufficient opportunities for collaborative work to take place (Kwakman, 2003; De Vries et al., 2014). Staff have been given many opportunities where they are able to develop and continue their professional learning in a variety of methods and areas of specialism (De Vries et al., 2014. Within the SDP the action points that have been raised are structured and well thought out in relation to the specific aims (Booth et al., 1992).  In order to improve this particular priority the school could be more specific within the SDP about how they are going to measure their outcomes for each action point. This would benefit staff consonance and responsibility to meet the SDPs priority (Hargreaves and  Hopkins, 1994; Bennett et al., 2000; Conzemius and O’Neill, 2006; Hardy et al., 2010). Despite the active promotion of reflection through the personal growth model, the school could look at ways of encouraging more reflection across all areas as this is an important part of professional learning that can be overlooked by teachers (Schon, 1983; Eraut, 1994; Cheetham and Chivers, 2001; Kwakman, 2003; Van Eekelen, 2005; Dijkstra, 2009). Following on from this assignment I have learnt about how important it is to continue professional development and also learnt about the different methods of developing and learning professionally (De Vries et al., 2014). In my future career I will aim to take any opportunities I can to expand my knowledge and learning and seek advice on my teaching whenever I can to play a key role in my own professional learning (Earley and Bubb, 2004).
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