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An investigation into the impact of key word banks and writing frames on learners’ extended writing

[bookmark: OLE_LINK1][bookmark: OLE_LINK2]The school that will be analysed during this essay is a mixed sex school in South Wales. This school has both a primary and secondary phase and had previously been made up of an upper school, and lower school. Additionally, said school also merged with a local primary school during the same time to create a school encompassing ages 3-16 (MyLocalSchool, 2018). The amalgamated 3-16 school will be referred to as School B. Due to the fact that School B is a new school, there is very little data or documentation. In light of this, I will be using data and documentation from the previous secondary school. This school will be referred to as School A throughout. The data from School A, whilst unsuitable for the primary phase of School B, appears to still be relevant for School B, thus providing justification for its usage in this essay. 
The research that was conducted, focused on the secondary phase only. This research involved exploring the difference that a writing frame, and key word banks had on learners extended writing, notably the frequency of how many key words were used before and after the introduction of the banks, in addition to how many learners used the writing frames when they were introduced.  The research was done with a year eight class who were selected because they had previously struggled with extended writing, with many of these learners producing short and unstructured responses. It was because of these observations in my early contact with this class, that I had selected these learners to form part of my research. Terry Haydn and Christine Counsell suggest that some learners make better progress through using information and communication technology (ICT) in history (Haydn and Counsell, 2003). They consolidate this idea further, by suggesting that lower attainers tend to find the process of extended writing easier through using ICT (Haydn and Counsell (2003). This notion the relationship between extended writing and ICT as a method of differentiation for learners, however School B does not have the resources for every class to complete piece of extended writing using ICT. It is because of this, that I enacted my research through the means of providing a writing frame and a key word bank.
I focused on extended writing and the relationships of writing frames and key word banks. The most recent Estyn report for School A was from 2014, and stated that the majority of learners were able to create an extended writing that is of a good quality and is ‘well organised and coherent’ (Estyn, 2014, p.5). Said report recommends that School A encourage the development of extended writing across the curriculum (Estyn, 2014). This suggests that while the learners at School A appeared to be able to produce extended writing of a good standard, the opportunities to do this were limited (Estyn, 2014). It should be noted, that due to the fact that this report was created in 2014, the learners currently at School A would not have been part of this report. I saw this as an opportunity for students to develop their extended writing with a range of strategies and support systems in place to encourage every student to make progress with extended writing. 							As extended writing remains an integral part of the history syllabus at both Key Stage 3 and GCSE respectively, many methods to assist learners in developing their knowledge and skills in reference to extended writing have been created (Counsell, 1997). The academic literature surrounding the use of key word banks and writing frames as a method of scaffolding for young people is both extensive and diverse, as many teachers interpret methods differently for their learners’ needs. Many of these methods are based upon Vygotskyian principles, which have encouraged educators to create structured tasks which keep students in the Zone of Proximal Development (ZPD) with the use of scaffolding to ensure optimal progress and learning (Arthur and Phillips, 2000; Vygotsky, 1980)			James Arthur and Robert Phillips identify the task of extended writing as one that some learners find particularly strenuous; this is because students are being asked to understand and question adults behaviour in the past. (Arthur and Phillips, 2000, p.130). They had previously looked at a group of pupils faced with an extended writing task, and gave learners a writing frame in order to scaffold their learning and an ‘extensive’ discussion of strategies took place before learners actually began their work (Arthur and Phillips, 2000, p.130). They concluded that most of these students had responded well to this assistance. This work suggests that for a piece of extended writing to be fruitful, learners should have support, including the use of a writing frame. Interestingly, their findings suggest that learners responded better to the task at hand when learners had been given an array of ways to approach the piece. This notion presented by Arthur and Phillips indicates that learners should be given different ways to start a piece of extended writing. This has informed my research, as I have attempted to give learners a discussion of how they will approach this task, but also an extensive box of key words, in addition to a writing frame as some students may have connected better with the use of key words. It is through these methods that I have aimed to create an accessible and properly scaffolded task. 
Arthur and Phillips praised the work of Christine Counsell, in reference to guiding learners for extended writing in history (Arthur and Phillips, 2000, p.80; Counsell, 1997). Counsell can be described as one of the main contributions to this field, producing a number of interesting documents of use to support learners in extended writing. Counsell highlights that teachers can develop their own methods of scaffolding to assist learners, and with this, low-ability students will be able to create good pieces of extended writing (Counsell, 1997, p.7; Phillips, 2002, p.105). Mike Gershon takes this idea further, and details the type of student who may make best use of a writing frame (Gershon, 2014). Gershon illustrates writing frames as being of particular use for learners who have issues sustaining their attention, and those who struggle with their confidence when extended writing is presented (Gershon, 2014, p.90). Gershon indicates the gravitas that writing frames hold for these students, as he states that having a writing frame in place frees up capacity in students’ short term memory (Gershon, 2014, p.91). Counsell also suggests that extended writing should remain as an important part of history teaching in the school environment, she further displays that extended writing should not be the only part of history teaching in the classroom (Counsell, 1997). Counsell also portrays extended writing as a difficult process (Counsell, 1997). Counsell then suggests that teachers understand the challenges learners face to support them in the best way possible (Counsell, 1997). This therefore illustrates that with the correct pieces of scaffolding, learners who are categorised as low-ability will also be able to contribute to an extended writing task, thus ensuring that the task becomes more accessible to these students and acting as a procedure for differentiation. Based upon this viewpoint presented by Counsell, low-attainers within the research group should have also found the extended writing easier to complete with methods of scaffolding that were implemented compared with the lack of assistance in the pre-test.						Hilary Cooper recognises the abundance of writing frames available to teachers as a resource to scaffolding learners (Cooper, 2014). Cooper advises teachers to consider the purpose of their writing frames, by encouraging them to think about the final product (Cooper, 2014). Cooper suggests that teachers do not become too restrictive with their writing frames, to ensure that students still receive an element of ‘freedom’ within the frame (Cooper, 2014). Gershon is portrayed to support Cooper’s viewpoint, as he also highlights the freedom a writing frame can give learners (Gershon, 2014). Gershon appreciates that the use of a writing frame can allow learners to focus on the content of their work, as opposed to the construction of the piece (Gershon, 2014). This infers that writing frames can encourage students to become creative with their writing, as the structure of the writing piece is already considered. Taking onboard Cooper’s and Gershon’s viewpoints, it has implored me to create a flexible writing frame that provides basic formation of the writing, but still encourages learners to be inventive in their work.  							Although Counsell supports the practice of scaffolding to supply aid for learners, it should be highlighted that as students begin to make progress, Counsell recommends that elements of scaffolding should be removed in order to ensure that students do not become rely on them, and allowing room for independent growth in extended writing (Counsell, 1997; Haydn et al, 2015 ). This idea is further supported by Terry Haydn et al, who recognise writing frames as useful to learners in extended writing, but they recommend that writing frames should be flexible so that learners can amend them to suit their own needs (Haydn et al, 2015). Considering both Counsell, and Haydn et al’s viewpoints, it could be stated that within regular teaching practice, the writing frame should be removed in order to ensure that learners are making progress and are able to write without any support. Haydn et al also suggest that learners should be given the opportunity to create their own writing frames (Haydn et al, 2015). Whilst this idea can be shown as helpful for higher ability students, it should be noted that this technique may alienate lower-ability learners who may not be able to create as detailed writing frame as a higher-ability student. This suggestion however, will be taken into consideration for my future teaching practice, and for any other research into the topic.   												In addition to the use of a writing frame within extended writing pieces, learners have also been given the use of a key word bank. These banks have been created based on the integral words that have been used throughout the series of lessons.  These words hold a great significance within these lessons, and thus for the piece of extended writing. Maureen Lewis and David Wray recognise that key word banks can be made up of words that are ‘specific to a particular subject’ or they can be words that allow the opportunity for spelling or grammatical mistakes (Wray and Lewis, 2000, p.35). This research piece will focus on the use of key words as history-specific and derived from the series of lessons. This is to ensure that learners will be reminded of important aspects to include in their extended writing piece. Lewis and Wray further highlight that introducing key words banks, and subject specific vocabulary provides the basis for supporting and encouraging better literacy within lessons (Wray and Lewis, 2000). This is because banks filled with key words, are a source which can be seen to promote greater depth in learning, as without these word banks, learners may be less likely to use certain words or discuss certain topics. The introduction of key word banks in extended writing practices, is likely to promote the use of these words and encourage greater learning potential. Mark Harris supports this viewpoint of key word banks aiding literacy as he illustrates that the use of key word banks within the classroom promotes learner’s understanding of these words, and how these words may be used in different situations and in, some cases, conflicting time periods (Harris, 2016). 		Interestingly, both Lewis and Wray in addition to Harris, suggest that learners create their own key word bank as a class activity, however the way in which this is undertaken differs somewhat (Wray and Lewis, 2000 and Harris, 2016). Harris draws on experiences from his own teaching practice, and proposes that teachers begin with a literacy mat in order to for students to begin planning out their thoughts, and from this create a list of key words to be included in their work as a challenge (Harris, 2016). Contrastingly to this point, Wray and Lewis highlight that teachers should start with an empty key word bank at the beginning of a topic, and have learners identify and define key words to add into the bank as the topic progresses (Wray and Lewis, 2000). Wray and Lewis also suggest that learners keep a personal key word bank in the back of their subject books to use as a guide to be referred to during each piece of written work (Wray and Lewis, 2000). Whilst both of these ideas are put forth requiring different executions, the underlying consistency between them both is the idea of pupil participation. These suggestions both require pupils to have some input in their key word banks, and thus to a certain extent the shape in which their extended writing piece will form. Janet Allen and Christine Landaker take the suggestion of independence one step further, by suggesting that teachers initially create key word banks for learners as well as pre-teaching subject specific vocabulary to their learners in order to encourage and support students to figure out what words may mean independently. This suggestion can be portrayed as differing from both Harris, Wray and Lewis, as they both consider the idea of pupils creating their own word banks, whereas Allen and Landaker display that learners should be given key word banks in order to make inferences about the meanings of other key words (Harris, 2016; Wray and Lewis, 2000; Allen and Landaker, 2005). Although each author recommends a differing way of using key word banks, it is interesting to note that each publication infers the use of pupil independence and involvement. Pupil involvement in their own learning is likely to engage and stimulate students, and therefore allow them to take a greater sense of independence and responsibility for their own learning. This aspect can be linked to Graham Donaldson’s Successful Futures report, as it can be partnered with the four purposes (Donaldson, 2015). This purpose can be identified as ‘healthy, confident, individuals’ as this purpose reflects on the independence of pupils in lessons (Donaldson, 2015, p.31). 
Furthermore, Wray and Lewis found that 89% of teachers admitted to using key word banks within their classroom environment (Wray and Lewis, 2000). Whilst this number appears staggering, and suggests that key word banks are already a thriving classroom tool that is used extensively, Wray and Lewis have commented on the altering viewpoint of key word banks (Wray and Lewis, 2000). Wray and Lewis also question how useful key word banks really are, and what role they exactly play within a lesson or as a means for addressing literacy (Wray and Lewis, 2000). Through their observations, they found that for the most part, key words are identified however not much is actually done with these identified key words (Wray and Lewis, 2000). This revelation is interesting, as it highlights what a widespread strategy the use of key word banks is initially, however, questions to what extent these interventions are being done well. It is worth noting that Wray and Lewis’ initial indication of 89% of teachers admitting to using key word banks in their lessons, was conducted almost twenty years ago. Due to the fact that this study was conducted so long ago, it could be indicated that whilst many education professionals may have used key word banks as a way of identifying key words and nothing more in the past, it could conversely be highlighted that the use of key word banks has developed since then, providing learners with a rich resource to enhance their writing.  								The recent unification of schools into School B, has meant that there is currently no 2018-2019 school improvement plan available. Alternatively, this report will be using the priorities from the 2017-2018 improvement plan for School A (Appendix 1). Whilst many of these priorities and actions can be considered as still relevant in School B, it should be noted that a new improvement plan for the united school could this research a sense of gravitas. Nevertheless, the school improvement plan for School A includes useful insights into how Schools A and B approach extended writing, and which measures they currently aim to have in place (Appendix 1). One of the four priorities of the school improvement plan was to ‘improve the quality of students’ writing’ (Appendix 1). Within this priority, there are points on what exactly should be targeted for improvement, and what actions can be taken in order to ensure that these points are developed. Many of these points can be viewed as applicable to the task of extended writing, yet three are particularly poignant in reference to extended writing. These are ‘organisation of ideas with paragraphs’, ‘extending of ideas in greater detail’ and ‘accurate sentence structure’ (Appendix 1). In reference to these areas of improvement, the school improvement plan suggests a range of strategies. Again, many of these strategies are appropriate for extended writing, yet the most relevant for this area can be viewed as, using more written tasks within all lessons, using ‘How to Guides’ for planning extended pieces of writing, and the use of pre-teaching important subject specific vocabulary (Appendix 1). 
Although the school improvement plan encourages the use of ‘how to guides’ in regards to planning pieces of extended writing, these have largely fallen out of circulation in School B while they are available they are unfortunately, rarely used in history lessons. This notion highlights a limitation to using the 2017-2018 priorities, as it is this strand of the plan that is the most outdated in regards to this research. It is in this area that an up-to-date improvement plan would have become useful. The use of ‘how to guides’ can be classified as a method of scaffolding for learners (Vygotsky, 1980). Although these ‘how to guides’ are no longer in use in School B it can be stated that the creation of them in the first place, points to a connection between their usage and pupils independence. The intention of these ‘how to guides’ was for learners to independently use them as a basis for the creation of written responses. The independence of pupils when it comes to learning is related within Donaldson’s Successful Futures, publication in which one of the four purposes for education in Wales is defined as a learner being a ‘healthy, confident individual’ (Donaldson, 2015, p.31). 
Conversely, the method of pre-teaching important subject specific vocabulary is widely used in School B, as it was School A. For the most part, learners understand what key words are before they undertake a piece of extended writing, as the definitions are taught in the lessons leading up to it. The notion of pre-teaching vocabulary encourages learners to fully engage with the subject material and allows an inclusive access to the curriculum. Allen and Landaker recommend the pre-teaching of specialised words, and they highlight that this practice ensures learners have a basis for historical word study (Allen and Landaker, 2005). This notion from Allen and Landaker, indicates the importance of pre-teaching key words and also illustrates the basis for improvement that it gives. From this, it can be stated that School B are currently working in line with current literature when it comes to pre-teaching subject specific vocabulary. 
Whilst history lessons at school B involve a range of tasks; every assessment across each individual year group are written with an element of differentiation represented for the lower ability and higher ability learners. The use of a writing frame can be portrayed as a method of differentiation in order to support lower ability learners.  Counsell infers the importance of using the correct interventions when aiming to support lower ability students Counsell, 1997). Counsell illustrates that the best interventions can ensure that low ability students will be able to create responses that are extended and logical in nature (Counsell, 1997). It can be stated that School B currently aims to establish the best possible groundworks to ensure progress for lower ability learners in the forms of differentiation through other methods, however, the use of writing frames as a method for developing extended writing is not widely practiced at School B.  
One of the main methods I have used during my own action research practice, is the use of a pre and post-test in order to conduct such research. Firstly, I have given my students a question to answer as an extended writing piece, this would be known as the pre-test (Cranmer, 2018). After this, I then taught my learners normally for one lesson, and provided assistance and differentiation where possible. Finally, I then provided students with the same question to be answered via extended writing, however, on this occasion I had given pupils access to a both a writing frame and a key word bank filled with the important vocabulary we had been using as a class, in order for them to include it within their final piece; this would be known as the post-test (Cranmer, 2018). The intervention that was created to ensure that learners progressed, was the introduction of the key word bank and the writing frame. An intervention can be classified as a way in which the desired outcome of a piece of work is altered through additional and external measures. This outline forms the basis of my action research. 
	The pre-test post-test design is used and supported by some teacher-researchers. Burke Johnson and Larry Christensen hold this method in high standing (Johnson and Christensen, 2008). Johnson and Christensen illustrate the pre-post-test design as being beneficial to action research because it aims to eliminate other factors contributing to a different post-test outcome, thus highlighting the specific intervention as being the reasoning behind different results from pre and post test data (Johnson and Christensen, 2008). These revelations infer the benefits that can be attributed to the pre and post-test method, whilst it can also be stated that Emma Marsden and Carole J. Torgerson hold reservations about this method (Johnson and Christensen, 2008; Marsden and Torgerson, 2012). Marsden and Torgerson explain that assigning advancements in pre and post-test results may be unsuitable because there are other factors that could contribute to this development (Marsden and Torgerson, 2012). These factors include maturation for example, which cannot be excluded from a pre and post-test piece of research (Marsden and Torgerson, 2012). It can thus be speculated that Johnson and Christensen hold opposing views to Marsden and Torgerson and while each respective method aims to be as inclusive and limitation free as possible, there are of course advantages and disadvantages to all methods of research (Johnson and Christensen, 2008; Marsden and Torgerson, 2012). 
James Arthur highlights action research as being somewhat differing, as action research is largely led by ‘insiders’ (Arthur, 2012, p.71). This revelation by Arthur can be applied to my current research question, as within action research through the education sector, it is largely led by the classroom teacher, and this factor can have a range of benefits and limitations. An advantage of the research being led by the classroom teacher, is that the students who are being researched would have already had an established relationship with that teacher and therefore could ensure that learners feel at ease whilst being researched. Gunnar Handal and Sveinung Vaage, highlight that according to teaching professionals, having a good relationship with learners leads to an increase in learning and understanding (Handal and Vaage, 2005).A disadvantage to this, is that the pre-existing relationship between a student and the educator conducting the action research can allow for an element of bias to exist. Mary McAteer highlights a poignant question about this relationship, and raises the fact that if there is a pre-existing pupil-teacher relationship, would a learner feel comfortable withdrawing from research and what would the implications to school life be if they did refuse participation (McAteer, 2013).  This issue was brought to my attention during my own action research piece, in which, I informed students that they did not have to participate if they did not want to however, I stated that learners could inform me privately in order to ensure that if any student did not want to take part, that this would not have an effect on their everyday life. 
	Building upon these concerns raises the important factor that the role of ethics plays within action research conducted in the education system. Donald Ary et al stresses the need and importance of informed consent during action research (Ary et al, 2009). Ary et al, highlight that subjects of action research, for example the learners involved should be made aware that action research is being conducted upon them (Ary et al, 2009). This is to ensure that the learners are informed about what will happen to the results collected from the action research. Furthermore, Ary et al, recommends that parental consent be received before starting any action research; this is largely to keep parents involved in that they are aware of what is being created, how these results will be used, and their rights to withdraw their child from any action research (Ary et al, 2009). Jane Zeni also supports the viewpoint of involving parents in an open discussion about the role their child plays in wider action research (Zeni, 2005). Zeni recommends that parents and students are encouraged to ask questions and make suggestions on the proposed research at hand (Zeni, 2005). Zeni stresses this so far as to highlight communication as being the ‘key’ to controlling the divide between the learner and researcher (Zeni, 2005, p.213). 
Mitchell et al recognise that one of the most important of action research in an educational situation is that it allows teachers to inform their own practice (Mitchell et al, 2009). Mitchell et al have highlighted that the use of action research encourages teachers own professional development in addition to allowing teachers to develop strategies to combat issues in the classroom (Mitchell et al, 2009). For example Mitchell et al, looked at two groups of student teachers; one of which had used action research to tie together theory with practice and ensure a strategy for success, whereas the other group did not partake in action research (Mitchell et al, 2009). The group who did not partake in action research did not produce any results (Mitchell et al, 2009). This research provided by Mitchell et al illustrates the benefit of using action research in order to for teachers to build upon and develop their current strategies for learners.
Conversely, Olivia Saracho appreciates the limitations that action research holds. Firstly, Saracho highlights that action research can be limiting in nature due to the fact that it is local (Saracho, 2014). This therefore means that action research can be useful to teachers, educators and governments within a local authority as it takes into consideration the dimensions of the local area. However, because action research is local in nature, it can be stated that the results gathered from the research and interventions cannot be generalised (Saracho, 2014). These findings are unable to be generalised because the studies that take place as part of action research are conducted on such a small scale. 
Furthermore, Saracho indicates that the process of action research does not have a clear ending point, and because of this research seems ongoing (Saracho, 2014). Saracho states that because the research is cyclical in its nature, it is difficult to establish which intervention is the final intervention of the project (Saracho, 2014). In order to combat this, Saracho recommends to those who are beginning their action research journey to establish both a clear time frame, and a clear amount of how many cycles and or interventions one should undertake before finalising the research (Saracho, 2014). Due to the fact that my personal action research project was under heavy time constraints, this theory fortunately did not factor into my research. 

The sequence of lessons that forms the basis of my action research was over the course of two lessons. My action research was based in the context of students learning about the English Civil War, and later Oliver Cromwell. The first of these lessons was a group work task in which students imitated being a family during the Civil War. They were each given different scenarios, and as a ‘family’ they had to make decisions on how best to survive the war. Learners were then given a series of points based on the decisions their family made; the highest number of points the family was rewarded for their faith during the civil war, and the lowest number of points saw the family thrown off their land for their disobedience. The scenarios were delivered to learners via one selected member of the group, who had to come to the front of the class to receive the scenario and report back to their family. Learners had a set amount of time to do this, and when an audio piece of a lightning strike would play, they would return to receive the next scenario. In hindsight, it could have been a better to simply place the next scenario on the PowerPoint as opposed to having pupils’ leave their seats, as pupils found it difficult to remember the exact scenario. Barak Rosenshine highlights that providing learners with too much information at once can confuse students because their working memory will struggle to handle the material (Rosenshine, 2012). It could be illustrated that asking learners to memorise scenarios placed too high of a strain on students’ working memory, indicating a limitation to this part of my resource. 
	Building on these resources, learners had to fill in a sheet based upon what option they would have chosen as a family during the Civil War as their task for this lesson. This task showed the students that each action had consequences. Counsell has stated that extended writing should be an important part of history teaching, yet should not be the only part of history teaching (Counsell, 1997). Implementing such a task which does not depend solely on writing, illustrates Counsell’s point well, as it indicates how diverse history teaching and tasks can be. In addition, this lesson saw the first of the two extended writing pieces. This next task was the pre-test for the learners. Students were given the question ‘Was Oliver Cromwell a hero or a villain?’ and based on their knowledge they were expected to produce an extended piece detailing why Oliver Cromwell was a hero or villain and why they thought this. I explained to learners my expectations for this task carefully. 
	When presenting students with the extended writing piece they were asked to complete, I explained that the results of this exercise were to be measured as part of my action research. With this, I then gave out letters for learners to take back to their parents or guardians explaining the action research further. I stated that if students did not want to take part within the research then this was allowed, however they would still have to take part in the exercise, the only difference being that their results would not be used as part of this project. I also stated that if they did not want their data to be used, that they could speak to me privately about it. None of these learners abstained. In order to improve the approach to this, I could have asked for written consent from the learners to solidify their willingness to participate within the action research. Using the recommendations of Zeni, I could have engaged the learners and their parents respectively in an open conversation about this research and welcomed suggestions and or questions about the project (Zeni,2005). Unfortunately, due to the time constraints that this piece was under, it would have required a greater length of time to schedule a meeting; even then because of the likely event that not every parent or guardian would be able to attend this, it could have affected the approach to the research further. 
	The method used to collect data for this action research piece can be categorised as the pre and post-test design. I have used the first extended writing piece as the pre-test. Using this method was welcomed by the learners in this lesson, as they felt it was similar to their usual teaching practice. I felt as though the learners felt comfortable during the pre-test as this lesson appeared on the outside to be a ‘normal’ lesson. This revelation can be shown to support the opinion of Vivienne Baumfield et al as they consider the field of education to be an area in which data can be collected in many ways (Baumfield et al, 2012). They list the role of the teacher researcher as being able to retrieve data from what appears to be normal teaching practice in addition to evidence collected from an intervention (Baumfield et al, 2012). This illustrates that the action of gathering data need not stray from students’ usual routine, and can aim to give the research an added dimension of reality.  
	A number of results can be presented from the findings of the pre-test. Prior to giving the participants the pre-test question, I had devised a key word box to be implemented and measured in the post-test attempt at the same question. In the pre-test I measured the amount of key words learners had used without having a key word bank for reference. During the time of the pre-test exercise there were twenty four learners present in the classroom. In response to the question: ‘Was Oliver Cromwell a hero or a villain?’ eleven learners responded that he was a hero, ten learners responded that he was a villain and three students gave a balanced viewpoint. This result can be visualised from the graph below. 



This graph shows that the majority of learners had managed to define Oliver Cromwell as a hero or a villain indefinitely. The three learners who had managed to give a balanced response were categorised as more able and talented (MAT). 
The amount of key words, as well as which key words in particular were recorded from students responses were measured. This list of key words was created before the pre-test was given to learners and encompassed key words and topics from the two lessons. The findings are presented below. 



The graph above shows how frequently each key word was used during the pre-test. The average number of key words used in each individual response was 3.88. The most commonly used word in students’ responses to the pre-test question was ‘Cromwell’ which was used thirty times. Other frequently used words were ‘Parliament’ and ‘Taxes’. These words were defined and discussed extensively before the learners took part in the pre-test. This notion is in support of both Allen and Landaker, Lewis and Wray and, in support of the SIP (Lewis and Wray, 2000; Allen and Landaker, 2005; Appendix 1). Allen and Landaker, and Lewis and Wray both highlight the importance of pre-teaching important subject specific vocabulary (Lewis and Wray, 2000; Allen and Landaker, 2005). This graph shows that pre-teaching vocabulary does enhance the use of key words in an extended writing piece however it is interesting that the most used key word was ‘Cromwell’ as opposed to a word that had been discussed extensively. 
A writing frame was not yet provided for learners in the pre-test. Because of this, many students across all ability ranges appeared to have structural issues to their responses. This point reinforces Counsell’s and Gershon’s work to a certain extent. Counsell recognises that writing frames can be useful in structuring the work of and scaffolding lower ability students whereas Gershon highlights this further and states that the type of student who could benefit from a writing frame may have issues sustaining their attention or have low confidence (Counsell, 1997; Gerhson, 2014). Due to the fact that structural problems appeared from each respective part of the ability range it could be stated that both Counsell’s and Gershon’s arguments could be taken further, in that a writing frame could be beneficial to learners of all abilities. This is because MAT learners appeared to have issues also, indicating that while learners from all abilities could require a writing frame the reasons behind this may differ.  

The second and final lesson in the sequence of lessons used for my action research project involved a series of two different tasks, before finally implementing the post-test question. Initially, students and I discussed how contemporaries felt about Oliver Cromwell and the ensuing Civil War. Learners aimed to make inferences on how they thought contemporaries may have felt  and how their viewpoints may have developed. Moreover, learners were again pre-taught important vocabulary. In this instance, the words ‘Republic’ and ‘House of Lords’ were discussed and defined to ensure that each learner knew what they meant. Learners appeared to be able to reiterate definitions of these words back to me when called upon. In hindsight however, I would have ensured learners had written a definition for these key words in their own words in their books to have for future reference. 
	Within this lesson, there were two initial tasks before the final pre-test question. The first of these tasks involved learners being given a list of statements about Oliver Cromwell and reading a newspaper article to evaluate whether these statements were true or false. This task provided learners with a resource that allowed them to highlight alternative information. As well as this, students were then given a sheet with a Venn diagram on; each respective side of the circles were to be filled in with reasons why Oliver Cromwell may be considered a hero and or a villain. This task was created in order to highlight to learners that a historical figure could be considered both a hero and a villain for a range of reasons. In order for learners to complete this, they were given access to the newspaper article they had used for the previous task, and access to the ‘History Heroes’ website using the laptops. This idea could be consolidated through the work of Haydn and Counsell who suggest that some learners make better progress in extended writing through the use of ICT (Haydn and Counsell, 2003) and although the final piece was conducted by hand, it may have ensured learners were able to piece together their ideas. The post-test extended writing piece acted as the final task for this lesson. Learners were given the same question as the post-test to ensure there that the results could be measured accurately against the pre-test. 
	The approach I took to this lesson was similar to the first. Having highlighted extensively in the first lesson that the students’ responses to said question would be measured and used as data for research, all students were aware of this again when I presented them with the post-test question with enhanced scaffolding (Vygotsky, 1980). As learners had already consented in the pre-test lesson there was no need to ask for permission to include their data again. Whilst using the pre and post-test design method, the question used as a measure had to be the same for control. When I presented learners with the post-test question, they appeared confused as they were aware that they had already done this task. Learners verbalised their thoughts, as they felt that the exercise was now pointless because they had already completed it, despite my explanations to them. Some learners had appeared to lose engagement compared to the first time this question was answered. Leah Taylor and Jim Parsons show that in order for a learner to remain  engaged throughout the lessons, the tasks must be specifically designed in order to ensure learners become engrossed (Taylor and Parsons, 2011). Taylor and Parsons portray that learners seeing the relevancy of the task at hand to be an important factor (Taylor and Parsons, 2011). It is because of this that certain learners felt that they could see no relevancy in repeating this task. 

The findings generated from the intervention of a key word bank and a writing frame are shown in the post-test data. Firstly, the difference in responses to the question are interesting. When proposed the question ‘Was Oliver Cromwell a hero or a villain?’: thirteen leaners responded hero, eight chose villain and three learners opted for a balance answer. This is a marked difference from the post-test as learners are appearing to change their viewpoint from villain to hero slightly. It should be noted however that in total twelve learners changed their response in the post-test compared with the pre-test. In total, five students (including two with ALN) changed their response from villain to hero, and five learners changed their response from hero to villain. This could be for a number of reasons, however it could be stated that the introduction of a key word bank could empower students to consider other viewpoints thus possibly suggesting a reason for a change. The results can be visualised in the chart below. 




Secondly, the frequency of which key word was used the most was also measured. Whilst ‘Cromwell’  remained the most frequently used key word, it generated a lower usage rate of twenty five compared with thirty in the pre-test. Many key words experienced a significant increase with ‘Religion’ increasing from zero in the pre-test to ten in the post-test. Surprisingly, ‘Taxes’ and ‘Parliament’ which were among the most popular in the pre-test were now some of the least popularly used in the post-test. ‘Taxes’ decreased from eleven to one, whereas ‘Parliament’ decreased from eleven to four respectively. Whilst the variety of key words used in the post-test increased, surprisingly the frequency of key word usage in general decreased slightly from 3.88 in the pre-test to 3.17 in the post-test. This outcome differs to the expected outcome generated by reading contemporary literature on the matter, as this suggests that there would be an increase. 



The progress of MAT and ALN learners should also be specified. There are four ALN learners in the class and three MAT students. In regards to the MAT learners, these students were the three that gave balanced viewpoints in both the pre and post-test. Moreover, the MAT students were more likely to discuss complex topics in their responses; these topics can be categorised as the Irish, the creation of a British Republic, and women. The majority of learners were able to discuss religion however some less able learners largely discussed the banning of Christmas due to Cromwell’s Puritan background, whereas middling and MAT students discussed freedoms for Jews and Muslims (Bradstock, 2010). With regards to the four ALN students in the class; student A used one key word in the pre-test and in the post-test used five key words. Student B remained the same and used 3 key words in the pre and post-test. Student C used one key word in the pre-test and used three in the post-test. Finally, student D used zero key words in the pre-test and used two key words in the post-test. This can be displayed as a marked improvement for ALN learners.
Finally the use of a writing frame was implemented for learners in the post-test. It can be highlighted that many students used the writing frame, from across all ability ranges. Whilst it can be displayed from the chart below that the writing frame was used by students overall, the frequency of which sentence starter was used differed. Learners tended to opt for the concluding sentence starter less than the introducing sentence starters. This could highlight that learners felt more difficulty concluding their ideas as opposed to starting their argument. It should also be appreciated that the majority of ALN learners responded well to the writing frame and used them throughout their piece of writing.


After highlighting and presenting the main data from my research several conclusions can be drawn in reference to the relationship between extended writing and key word banks and writing frames.  Firstly, it can be highlighted that the amount of key words used by learners in the pre-test compared with the post-test decreased slightly from 3.88 to 3.17. Despite this, learners largely gave a longer response to the question and the quality and structure of students’ writing had improved. The improvement in the structure can largely be attributed to the introduction of the writing frame. A reason for this can be attributed to Gershon, who has recognised previously that when learners are given the opportunity to have their worked structured for them, it allows them to focus on the content of the piece, as opposed to focusing their energy on how it should be structured, thus encouraging some freedom (Gershon, 2014). Although the amount of key words used in pieces of extended writing has decreased, it has not decreased by much. Based on prior reading, I had expected the amount of key words to have increased significantly. Lewis and Wray appreciate that the use of key word banks can promote better literacy all round (Lewis and Wray, 2000). This can be shown in the fact that the quality of learners writing had improved however the use of key words still dropped. It can possibly be speculated that the research was not given enough time for the key word bank to take effect in learners writing. It should also be presented that Lewis and Wray and Harris recommend students create their own key word banks (Lewis and Wray, 2000 and Harris, 2016). It could further be speculated that if learners in this class had created their own key word banks then it raises the possibility that the amount of key words they had may have increased because the banks would have been personal to them. It can thus be stated that in future practice I will attempt to implement this measure as a way of ensuring learners using more key words in their writing. 
Furthermore, it can also be recognised that every ALN learner within this class experienced an increase in the amount of key words they had used. Although the amount of key words used as a class had decreased, the response from ALN learners indicates a success in this respect. ALN learners tended to use the writing frame more often than other learners also. The results of the relationship with ALN learners and the intervention methods can be shown to support the findings of Counsell, who highlighted that with the correct scaffolding measures in place: all learners can be expected to create detailed responses (Counsell, 1997). Drawing from these two conclusions it can be highlighted that the use of a key word bank and writing frame acted as an appropriate form of scaffolding to ensure that these students made progress (Vygotsky, 1980). The next step for these students would be to slowly remove elements of the writing frame and key word bank in order to ensure these students do not become reliant on them and can develop an air of independence in constructing extended writing pieces, a practice recommended by Haydn et al (Haydn et al, 2015). 
It should also be noted that as the pre and post-test took place, the amount of learners who categorised Oliver Cromwell as hero or villain had changed. Learners opted to alter their response to favour Oliver Cromwell as a hero rather than as a villain. This highlights that students receive information in different ways, and thus interpret information differently also creating a possible explanation for why learners attitudes changed as the research went on. Giving students the opportunity to change their mind based on historical interpretations and using the benefit of hindsight ensures learners have the opportunity to create a cohesive argument. It should also be indicated that the three students who opted for a balanced answer at each opportunity were MAT. This is interesting, as it indicates that these students were reluctant to make a concrete judgement. Tremaine Baker et al has encouraged the use of open-ended questions within the classroom environment for MAT learners because there is no correct answer (Baker et al, 2017). This encourages MAT students to consider all areas when constructing a response and could provide an explanation as to why the MAT students chose a balanced answer as opposed to a hero or villain vote. Finally, the range of topics that learners used in reasonings in their answers further highlights that the range of learners in a classroom setting.  
Finally, it can be recognised that in the pre-test learners used the key words relating to what had been discussed in that lesson. This was the same for the post-test, where for the most part learners used key words related to the lesson they had most recently received. These findings are evident in the evaluation, as the engagement with which key words differed. This points to a link between Rosenshine’s theory regarding the use of working memory within the classroom (Rosenshine, 2012). Rosenshine illustrated that providing too much information can overpower the working memory that students have (Rosenshine, 2012). In light of this, it can be stated that in order to ensure that students engage with key words relating to lessons prior that they should not be given too much stimulus material to allow this to happen. Furthermore, to encourage a more even engagement with key words I would have also conducted an exercise allowing students to remember the work from the previous lesson.										Although my study has proved useful to my own professional development it should be highlighted that there are limitations attached to this research. The first limitation to be discussed is the fact that the study was relatively small. The fact that the study was conducted on only twenty-four students in one singular school indicates that because the area of study was so niche, that generalisations from this study alone are unable to be made. Even though generalisations cannot be made, it can be recognised that this study proves useful as it contributes to comments and generalisations made by existing literature on the area at hand. In order to develop this study further the study should be repeated in different settings in other parts of the country. Furthermore, the study could benefit from having a stronger focus on a particular area of the class. For example, the apparent benefit that ALN experienced in this research could be explored in further depth, in addition to other interventions placed in order to support both the MAT and middling students. It could also be worth investigating the relationship with these interventions between boys and girls to see if either gender responds better to these interventions than the other. 
Furthermore, another limitation of this study to note is that only one method of research was used to collect data. Relying on only one way in which to retrieve data restricts the depth that the study has. If one relies on one method of data extraction, then it limits the amount of generalisations that can be made about the class in question, in addition to the whole school and or county. It would therefore be an appropriate suggestion to use mixed methods of data gathering in order to gain a more comprehensive overview. Johnson and Onwuegbuzie appreciate the importance of the mixed methods approach in that they recognise that this design is not to replace qualitative and quantitative research but it attempts to draw together the most important aspects of both to enhance the overall quality of the research (Johnson and Onwuegbuzie, 2004). This statement therefore indicates how this research could benefit from the addition of a mixed method approach. 
An additional limitation to be appreciated is the significant time restrictions that this study was placed under. Due to the lack of contact hours with this class and other external factors preventing contact with this class, the research was completed in only two lessons. This raises questions on how successful the interventions were after only the one lesson. Additionally, if the study were able to allocated more time then there is a possibility that the intervention would have had longer to take effect with students, suggesting that the results of this study may have been different if the intervention was given enough time to fully develop with learners. In order to see how the writing frame and key word banks work long term, elements of these scaffolding pieces could be removed to see how well learners work without them (Haydn et al, 2015). 
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Appendices

School A Improvement Plan




















Was Oliver Cromwell a hero or a villain? 	Hero	Villain	Balanced answer	No response	11	10	3	0	



Frequency of key word	Republic	King	Parliament	Civil War	House of Lords	Taxes	Theatre	Cromwell	Religion	Women	Charles	Hero	Villain	0	3	11	4	0	11	0	30	0	0	12	10	12	



Was Oliver Cromwell a hero or a villain?	Hero	Villain	Balanced	No response	13	8	3	0	



Frequency of key word	Republic	King	Parliament	Civil War	House of Lords	Taxes	Theatre	Cromwell	Religion	Women	Charles	Hero	Villain	1	0	4	1	0	1	1	25	10	4	2	13	14	



Frequency of sentence starter used	Oliver Cromwell may have been a hero because…	Cromwell may have been a villain because…	Overall, I think Oliver Cromwell was a … This is because …	10	6	3	Oliver Cromwell may have been a hero because…	Cromwell may have been a villain because…	Overall, I think Oliver Cromwell was a … This is because …	
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