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Pupil progress is one of the defining indicators of a successful school. It is of key importance and is one of the primary references of accountability (Thuong et al, 2015). Thuong et al 2015) argue that evaluating schools by progress encourages schools to focus on every single individual student as each pupil’s performance would then effect a schools overall rating. Scheerens (2014) agrees with this stating that pupil progress combined with self-evaluation is of extreme importance when measuring the success of a school. The intention of this essay is to critically evaluate the importance of pupil progression in schools and analyse and discuss the success of various strategies in place to improve pupils’ progress in a case study school. In turn, this essay will explore and analyse many different approaches to improve pupils progress during lessons in order to make suggestions for further improvement.
For the purposes of confidentiality and ethics, the individual school in the case study will be referred to as School X (BERA, 2011). School X is situated in South Wales and is an English-medium 11 to 19 mixed comprehensive school maintained by Swansea local authority. There are currently 1,112 pupils on roll. 12.6% of pupils are on free school meals (FSM) which is lower than the current national average. In general, the teaching and learning standard in the School X is good (Estyn, 2017). One strength of School X is that the teachers create a strong, positive working relationship with the pupils and plan well-structured lessons that aid pupils to make good progress (Estyn, 2017). Butt (2008) suggests that effectively planned lessons are critical in engaging pupils in the process of learning. Donaldson (2015) stresses the importance of encouraging a depth of learning by setting appropriate and sufficient challenges to raise overall standards, however, in School X, in a minority of circumstances, teachers are not setting sufficiently challenging tasks to push the pupils. In some cases, this has caused insufficient progress being made during lessons, especially by more able pupils (Estyn, 2017). Also, in some cases, teachers do not use question techniques sufficiently to evaluate pupils' understanding and develop and extend their ideas and higher order thinking (Estyn, 2017), Ramsey & Gabbard (1990) approve that the success of pupils is proportional with the number of appropriate academic questions and questioning styles adopted by the teacher. As a result of these observations Estyn (2017) have recommended that progress that pupils make during lessons needs to be improved. 
The essay will discuss the strategic planning of School X, the plans put into place in the Science department, how the Departmental Improvement Plan (DIP) aims to act on their Estyn recommendations, and how and if this is also reflected in the School Improvement Plan (SIP). The main focus of the DIP will be in the “Teaching and Learning” area, specifically pupil progress. 
The DIP of the Science department in School X is split up in to seven key points: Teaching and learning, standards in KS4 double science, skills, wider learning, standards in KS5, department and standards in KS4 separate science. Each area for progression in the DIP is then focussed on in more detail. The specific development area of the point is outlined and stated in detail, the action plan on how the department plan to improve the specific area that is being targeted, the success criteria necessary for each individual in the department to be able to contribute to the development of the specific area of improvement, further targets to help towards the goal of improving in that area and finally an evaluation of the previous terms progress in the specific area of improvement. In terms of “Teaching and Learning” the DIP outlines that specifically pupil progress within lessons is the key development area. Dudley (2007) claims that a clear focus on pupil progress in the classroom is absolutely crucial to pupils achieving their full potential. 
Improving progress made in lessons is not individual to the DIP of the science department in school X but also a key area for development throughout the school stated in the SIP. School X works on an improvement plan that works from the top down, this means that the school outline their priorities for improvement based on external factors such as Estyn reports as well as internal factors such as pupil performance data. The senior leadership team then devise a SIP, the different departmental plans then write their DIP in relation to the priorities set in the SIP, the targets for each individual teachers are then set to contribute to the improving both the DIP and the SIP in turn. 
The SIP therefore includes all the strands/areas of improvement outlined in the DIP, including “pupil progress in lessons” which is the main focus for this essay. This is also emphasised in the school’s three-year plan (2015-2018) where the Estyn recommendations are highlighted and key aspects of teaching and learning and standards that need to be maintained and improved are specified. 
To achieve enhanced pupil progress in lessons, the DIP outlines that the main focus will be on improving the use of Assessment for learning (AfL) and feedback within in the classroom. Black et al (2003) define AfL to be any form of assessment designed to promote the learning of pupils as its main priority. They also emphasise that, feedback can be one of the primary factors that influence progress and achievement.  Similarly, Black et al (2003) also state that assessment done correctly and effectively on what needs to be done can help pupils believe that they can improve. 
The essay will focus on critically evaluating the use of these strategies to analyse whether they will be successful in improving the progress made by pupils in lessons and contribute to the strategic plans set in the SIP of School X and the DIP of the science department. Strategic planning comprises of the distinct procedures an organisation is going to apply in order to concentrate their attention on a collaborative goal. Strategic planning could simply be defined as a focussed concentration of effort through time (Pearson, 1990). However, O’Brien (1991) proposes that strategic planning encompasses defining an establishment’s goal and developing strategies to align resources with environmental opportunities and threats in such a way as to achieve its mission in the most effective way. Strategic planning encompasses methods to continue improvement as well as predicting threats so potential problems can be avoided. Davies (2005) support that strategic planning is a vital element in the successful development of schools in education. Strategic planning is designed to maintain high standards, and identify and improve any shortcomings in order to achieve continuous positive progression in standards (Davies, 2005). Similar to O’Brien (1991) Fidler (1998) puts forward the idea that the formulation of an effective strategic development plan involves the collaboration of external and environmental factors such as inspection reports and catchment area and internal factors such analysing data and predicting trends. However, Fidler (1998) also argues that strategic planning can actually be a hindrance rather than a help. He debates that success can sometimes hinder strategic planning. It can even make it seem unnecessary and advises that effective practice should not be altered, quoting; “If it’s not broken, don’t fix it”. 
Strategic planning in education can be vastly different to corporate strategic planning, this is due to the fact that strategic planning in business is driven by quantative parameters such as profit. In education strategic planning is driven by the success and progress of pupils, which is largely qualitative. This also means that the success of any strategic plan put in place in the education sector is immensely dependent on each and every individual involved (Bryson, 1995) most importantly the teachers, as essentially they are the only ones who can actually implement plans and evaluate their effectiveness. Although, Pascale (1991) describes how the failure of many organisations is not always a result of individuals not working hard but often that they had misunderstood the priorities and implementation of the plan. It is therefore critical that part of the planning consists of making sure all parties and individuals know exactly how each action plan is going to be implemented. 
According to Davies & Ellsion (2003) pupil progress is the key organisational objective for schools however it is highly important that this is supported in the plan by the develop of appropriate teaching and learning strategies, effective management and leadership and also effective use of resources. Davies & Ellsion (2003) suggest that in order to achieve this, organisations in education can use the term “SMARTIES” to help with their strategic planning. Where S refers to specific, M refers to measureable and monitored, A stands for achievable and agreed, R denotes relevant and resourced, T for timed, I for Interesting, E for evaluated and finally, S standing for success orientated and challenging. Another slant on developing and devising a successful plan is to include values. Şişman & Turan (2004) claim that they have an incredibly important role in the educational They maintain that the values in a school are closely related to the values in society such as decision-making, evaluating performance, relationships, punishment and reward, communication, leadership, conflict etc. (Şişman & Turan, 2004). It could also be argued that these values could also be linked to what Donaldson’s vision for the new curriculum, that the four suggested purposes are built on making young children successful and able to contribute to society in Wales and the wider world (Donaldson, 2015). Leaders in schools should definitely consider values when it comes to strategic planning as schools play a vital role in shaping societies around them.
In terms of strategic planning, although there is a plethora of different approaches to devising a successful strategic plan, it could be concluded that leaders and teachers need to consider many different factors to be able to set realistic and personal targets for each individual school. Perhaps the most important aspect of any educational strategic plan as stated by Davies & Ellsion (2003) is that the main priority for all schools or educational organisations is the progression of the learners. School X have directly used this theory in their SIP, however from the central issue of pupil progress they have specifically concentrated on the more focussed issue of progress in individual lessons, this is similar to the “onion model” developed by Wang & Ritchie (2010). They suggest that to improve core issues, such as pupil progress, organisations need to focus on more peripheral issues. As a result of focussing on these more fundamental and basic issues, the core issue and targets will be met. School X has taken this even further and broken the pupil progress in lessons target down to focus on the specifically on Improving AfL. 
Assessment for learning (AfL) can also be defined as formative assessment. Formative assessment can be described as, the different activities used by teachers and learners in assessing themselves for the purpose of providing information to be used as feedback to potentially amend and adjust teaching and learning activities (Black & Wiliam, 2010). Wiggins (1998) stressed that the purpose of formative assessment is predominantly to educate and improve pupil performance and progression, not to gather data or audit the learners. From this, we can see that the importance of AfL in the classroom is obvious, it is therefore understandable why School X has included this in their DIP to help improve pupils progress during lessons. This therefore means when using AfL or formative assessment teachers need to use a wide range of tools and strategies to provide rapid feedback to aid pupils learning. However, we should consider the question, how is improving AfL going to improve pupil progress? In his book, Assessment for learning: putting it in to practice Black (2003) affirms that he has gathered evidence that claims that improving AfL can have the following positive effects; it can increase the pupils’ results in normal standardised tests, changes in AfL can be easily and successfully implemented in the classroom, changes can be made in a step by step process that is about working smarter not harder, in turn teachers begin to enjoy their work, which resonates in the classroom and improves  pupils’ engagement, enthusiasm for learning.   
According to Black & Wiliam (1998) there are four areas at which teachers could improve on in regards to effective AfL; questioning, self-assessment, feedback and sharing success criteria.  In a classroom where AfL is used efficiently, a teachers questioning method is not just another teaching tool to gain evidence of pupils understanding but also an active method to improve their understanding, therefore, effective questioning reinforces successful AfL. Estyn (2017) state that in School X “in a few cases, teachers do not use questions well enough to review pupils' understanding and develop and extend their ideas”. (Lorsch & Ronkowski, 1982) claim that It is important for teachers to avoid prompting pupils for facts and focus more on higher order (Bloom, 1965) type questioning strategies. Bloom (1965) created a grading system or hierarchical order for certain question types, it involves asking questions at a lower order of thinking moving on to questions that require deeper thought and explanation, higher-order questions. Similar to this, Nutall (2003) simplifies this hierarchical order by dividing questions into four categories with emphasis on the form of questions, firstly, yes and no questions, secondly, thirdly, alternative questions, fourthly, who, what, where, when questions and finally how and why questions. When using these four question types, yeas and no questions would be the most simple as there is no need to form complete sentences, just a simple yes or a no. How and why questions are then the most complicated, requiring pupils to describe, evaluate and think when coming up with an appropriate answer. If used effectively, teachers can use Nutall’s four categories of questioning or blooms taxonomy as an effective questioning techniques to gain insight and feedback for effective AfL. Though, this is easier said than done as effective higher order questions are hard to generate (Black & William, 1998). 
If teachers are able to generate these effective questions, pupils’ responses to these questions can allow a teacher to recognise the learners’ strengths and weaknesses as well as gaining valuable insight to their understanding (Berry, 2008). However, in order for pupils to produce descriptive responses to questions, sufficient thinking time or waiting time is needed so they can engage in higher-order thinking (Rowe, 1974). Research done by Goodwin (1983), found that providing pupils with sufficient waiting time improved; the amount of pupils responding to questions, the length of response, the use of inference skills, the number of responses for less able pupils, the amount of pupil to pupil interaction and finally the number of student questions increased From observation of student teacher interactions in School X, although some teachers are using effective questioning techniques and strategies, they may not be allowing pupils sufficient waiting time for them to gather their thoughts and formulate an extended response that has allowed them to use their explanation and inference skills. However, it could be argued that that allowing pupils too much waiting time could have an adverse effect on the amount the pupils can gain from a question. Goodwin (1983) goes on to add that extended periods of waiting time does not necessarily solve the problem, he states that waiting twenty to thirty seconds may allow pupils to go off task and actually be seen as laborious for students, thus effecting their engagement. Despite this, he also claims that, allowing pupils to have sufficient thinking time after a question or response did not only benefit the students but also had significant positive implications on the teacher. The teacher made fewer errors and was also able to ask more beneficial questions to promote better learning (Goodwin 1983). This is important as, Black & Wiliam (1998) suggest that it is absolutely crucial that any questions are followed by appropriate feedback that stimulates the pupils to think.
As stated previously, when referring to AfL, feedback can be critical for pupil progress and effective teaching. Black & Wiliam (1998) assert that in order to achieve productive AfL, then feedback must be presented with, distinct methods to obtain a model answer, feedback about the current standard of the pupil’s answer, and information on how to bridge the gap between their answer and a perfect response. This then must be coupled with the monitoring of any future response given after the feedback has been given. According to Estyn (2017), in School X, feedback when given verbally is of a high standard, encouraging and identifies what pupils have done well. They also state that, “The majority of teachers provide constructive written feedback on key pieces of work to help pupils understand what they did well, and what they specifically need to do to improve”. However, Tanner and Jones (2006) claims that if feedback is not planned and delivered effectively, it can have a negative impact on pupils learning, especially when it can influence the way a pupil feels their work. A strategy used in School X to give written feedback is to use the “two stars and a wish” or the “WWW, EBI” (what went well, even better if) method. This enables the pupils to receive positive feedback to encourage them, and information on how to improve and close the gap between their current work and a perfect answer or task. 
In an effective AfL classroom, assessment for learning starts immediately when the pupils are introduced to the lesson. One of the basic AfL techniques and, from observations, one that is often forgot about in secondary teaching or incorrectly used is the learning outcome of the lesson. To put it simply, how can we expect pupils to take ownership of their own work and to understand fully what they need to learn if there is no clear expectations or end goals (Wiliam & Leahy, 2015)?
Effective learning outcomes, enhance independent learning and student ownership of their work, they enable pupils to plan both the learning process and the strategy they are going to use to get there, and they act as a good basis for reflection and plenary where students can reflect about what skills they have learned and how they got there (Smith, 2017). However, although it is important to start lessons with appropriate and effective learning outcomes, Wiliam & Leahy (2015) stress that developing effective useful learning outcomes is not easy and although that this may seem like one of the simpler strategies, it may be one of the most difficult strategies to implement well (Wiliam & Leahy, 2015). From observations in School X, very few teachers stress the learning outcomes when introducing a task or lesson. When learning outcomes are shared, it seems that they are quickly brushed over and only include what the pupils will be doing and present a series of tasks, without including how or why the students are doing them. Smith (2018) suggests that outcomes should require a way in for the learner and enable pupils to make both subject and cross-curricular links in their learning. He states that the lesson task is the learners guide so that learning takes place and new skills and knowledge is learnt. 
On the other hand, Wiliam & Leahy (2015) stipulate that there are also three main reasons why beginning every lesson with a learning outcome could have an adverse effect. Firstly, they identify that a teacher does not always know exactly where the lesson is heading their self, especially when pupils are using their inference skills and analysing extended pieces of writing and literature. In these situations, there may not be one suitable goal for the whole class, but a whole array of different possible outcomes and using one single outcome may hinder or stifle an individual’s creative skills. Secondly, Wiliam & Leahy (2015) argue that telling pupils the final destination can often spoil the learning journey. However, Smith (2018) maintains that it is poorly constructed out comes that “give the game away”, he states that it is possible to construct a useful learning outcome without giving spoiling the journey. Thirdly and finally, starting every single lesson with an outcome could lead to the learners being uninspired and impede motivation to learn. Despite these potential flaws in the use of learning outcomes during lessons. It is obvious that when used efficiently and correctly they can in fact aid pupil progression, allowing pupils to know what is expected of them and take more onus of their learning.
The second part of sharing criteria involves the building of success criteria and also builds in self and peer assessment. Clarke (2005) concludes that the generation of success criteria provides the key steps or elements required to successfully achieve the learning outcome or objective, which then provide the framework for formative assessment and feedback to take place. It also provides a basis on which pupils can critically assess themselves against or peer assess against. Boud (1995) agrees with this however, suggests that it is difficult for a pupil to critically evaluate their own work, but pupils are able to use peer assessment with the application of a success criteria to associate what is needed to close the gap between pupils’ current work and what is intended in the learning outcome. However, it could be disputed that providing success criteria could lead to learners not being sufficiently challenged. Wiliam & Leahy (2015) emphasise that one of the risks of providing success criteria is when they become to specific. They explain that if the process of success criteria tells the learners exactly what to do, very little learning is going to take place. Despite this, Nelson (1999) maintains that, learners need the opportunity to be presented with success criteria, provided it is generic, to reflect on and share what they have learned if it is to become part of their available repertoire. They also allow for mini plenaries and enable the pupils to make improvements and revisions as they go along, continually revisiting the success criteria. From observations in School X, pupils are often asked to relate to a success criteria and copy it down in their books. This is backed up by Estyn (2017) who declare that, “In many lessons, teachers set clear expectations and ensure that pupils understand the requirements of tasks”. Often, after finishing their work, pupils are then asked to use peer or self-assessment asked to revisit the success criteria and evaluate whether the lesson outcome has been met and whether certain elements of the success criteria have been included or left out. This revisiting the success criteria for self-assessment and peer assessment is an extremely useful strategy to help the pupils engage and take responsibility of their own learning, it allows them to realise what is necessary to improve their work and make progress in the lesson. Another method of using success criteria would be to involve the pupils even further and ensure they generate their own success criteria to achieve the lesson outcome. This can be done by effective modelling, the pupils can be shown a “perfect” answer and also a “bad” answer, they can then identify what makes the perfect answer good and what makes the bad answer bad, ensuring they include elements from the good answer in their success criteria.  This is advocated by Wilson (2014) who recommends that When possible, success criteria should be produced by the pupils themselves. This gives students more ownership of the criteria rather than the criteria being something enforced by the teacher, and therefore more ownership and responsibility of their own learning outcome.  
After careful evaluation of the SIP and DIP of School X, it is clear that they have some clear and coherent objectives to meet the same eventual goals. They have taken consideration of their Estyn report and the recommendations made by them to help improve the school even further. In turn, it is obvious that the science department are currently putting in to place actions and strategies in order to improve pupils’ progress in lessons. However, further strategies and also improvements to their current methods could be further enhance their teaching and push them closer to their target. After analysing the research on School X, and the use of AfL to enhance students’ learning and progression, the following recommendations could be suggested. 
The first recommendation for the science department to consider is to allow the pupils more thinking time or waiting time when questioning. Allowing the students more thinking time would immediately equate to increasing the amount of pupils responding to questions, improving the length of response to questions from the students, refining the use of inference skills, increasing the number of responses for less able pupils and also the amount of pupil to pupil interaction and finally the number of student questions increased (Goodwin, 1983). This is an easy yet highly effective tool that has very effective implications. It would also not be complicated for School X to start applying it to all of the lessons in the school. Furthermore, according to Goodwin (1983) allowing sufficient waiting time could also have a positive impact on teaching, as they would make fewer errors in their teaching and be able to give more effective feedback.
The second recommendation involves feedback. A technique that I have seen from observation in other schools is to allow pupils who have finished their work to help or mark and give feedback to other pupils in the class. This provides a number of positive outcomes, it means that pupils who have finished their work are not allowed to go off task, distracting other pupils, and are instead allowed to continue their learning. It also in turn allows more able and talented pupils to be challenged further as well as providing pupils who are less able with potential extra support. Applying this strategy in school X means that teachers will be leading a more pupil centred classroom and pupils will take more ownership of their own work and feedback. It is important to note however that pupils who are supporting, marking or giving feedback that they have been briefed in what the necessary outcomes are in the task and they are not to tell other pupils the answers, just to support. There is also currently a lot of talk at the moment about reducing the work load of teachers, and the phrase teach smarter and not harder. Using this strategy provides a simple yet highly effective extension task for your MAT pupils as well as ensuring they remain sufficiently challenged, continuously pushing the boundaries of their learning. 
The third recommendation is in relation to learning outcomes and success criteria. Teachers should start their lessons with appropriate and useful learning outcomes, stating not only the tasks that will be done in the lessons but why they are doing those tasks, what skills are going to be learnt? How are we going tom get there? When effective learning outcomes are used at the beginning of a lesson, they also enable the learners to take ownership of their learning as there is a clear outcome that they need to achieve by the end of a lesson and clear method on how they are going to arrive at that outcome. They also provide a great tool to enable mini plenaries throughout the lesson, learning outcomes can be revisited regularly to ensure pupils are on task, and assess themselves on whether they are on the right path. If used effectively in School X, using effective learning outcomes at the beginning of a lesson will provide a clear reference point for all pupils to revisit during the lesson, taking responsibility of their own learning and therefore aiding progression in the lesson. 
Finally, one way in which teachers could improve their use of success criteria, self- assessment, and peer assessment, is to allow pupils to generate and produce their own success criteria. This could be achieved by modelling successful answers and unsuccessful answers, enabling pupils to relate to both answers and develop an understanding of what is needed and what needs to be avoided to generate a successful answer and therefore achieve the learning outcome. This can be done using questioning or debate with the class or simply by individual pupils themselves. Allowing the pupils to produce their own success criteria in turn means that pupils have more ownership of the criteria and therefore more responsibility of their own learning development and also more of an idea of how they can be successful in achieving the given learning outcome. This can again be another valuable strategy to aid the pupil centred classroom and for teachers to “work smarter, not harder”.
In conclusion, it is clear that School X are implementing effective strategies in their SIP and DIP’s that are relevant to appropriate literature, such as the use success criteria in class and the use of pupil self and peer assessment, in an effort to improve pupils progress in lessons. They have taken into account recommendations made by Estyn and have firmly solidified them in to their DIP. The science department, as well as all other departments in the school, have frequent meetings to evaluate their own strategies, whether they are effective, if they need improving, if they are not working and if there are any new strategies they can consider. If the previous recommendations are taken into consideration, they would provide an easy an effective way to continue the current development in the department and continue to improve the progress made by pupils during lessons.
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