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Targets from my previous assignment

	Target
	How I have addressed it in this work

	Continue to broaden literacy scope, tapping into cutting-edge research and diverse academic discussions.
	I have endeavoured to locate and utilise a variety of literacy, to broaden the discussion and ‘think outside of the box’. 

	Use professional standards and relevant literature to guide next steps. What impact findings have on my own future teaching practice. 
	I have aimed to link to QTS standards were possible, as well as reflect critically on how aspects will influence my future practice. 




ECAD 5013 Assignment
Word Count: 2837
Books & Bonds is designed in response to the evolving demographics of School X, with a growing number of pupils for whom English is an additional language (EAL). The initiative aims to enhance reading fluency, vocabulary and linguistic confidence for pupils, whilst strengthening the relationship between the school and its wider community. It aims to achieve this by inviting community members to participate in after-school reading sessions, fostering a supportive and inclusive environment for language development. Books & Bonds is designed in response to government data which shows pupils’ attainment in English Reading declined significantly in 2022/23 (Welsh Government, 2023). Arguably the decline in reading attainment across key stages, could indicate a need for initiatives that rebuild both skills and confidence in reading. Books & Bonds offers a relational, community-based solution to target literacy recovery, whilst enhancing pupils’ motivation and engagement through positive social interactions and school-community collaboration.   
The project is underpinned by a socio-cultural perspective of learning, drawing upon the works of Vygotsky (1978) and Bandura (cited by Nabavi & Bijandi 2012). Vygotsky’s concept of the Zone of Proximal Development (ZPD) highlights the importance of scaffolding and social interaction in acquiring language, specifically for pupils working beyond their independent capabilities. Bandura compliments this with his Social Learning Theory, which emphasises the impact of modelling and observational learning. Alluding to pupils who observe fluent, enthusiastic readers, are more likely to internalise positive reading behaviours and attitudes. 
Bronfenbrenner’s (1979) ecological systems theory also highlights how learning is influenced by the broader interactions between home, school and community. By fostering these connections, Books & Bonds aims to strengthen the mesosystem that supports pupil development. Furthermore, the project aligns with Guthrie and Wigfield’s (cited by Kumar et al;, 2025) engagement theory, which identifies social motivation and meaningful reading experiences as key factors of literacy. In accumulation, these theoretical frameworks advocate for school-community collaboration as a powerful catalyst for both educational attainment and social inclusion.
The Books & Bonds initiative aims to respond to a dual challenge: the urgent need to strengthen literacy attainment and the opportunity to build meaningful school-community connections. National data has continuously highlighted literacy as an area of concern within Wales. According to Senedd (2020), Wales has consistently underperformed in international literacy benchmarks, with its 2018 PISA reading score (483) the lowest amongst the UK nations and significantly below Organisation for Economic Co-Operation and Development (OECD) average. More recently, the Welsh Government (2024) observed a marked decrease in English reading attainment, particularly between 2021/22 and 2022/23. The consistent pattern across year groups identifies potential systemic challenge, compounded by the pandemic and call for innovative, community-driven approaches to mitigate further literacy decline (Estyn. 2025). 
Research continues to stress the foundational role of the home and broader community in supporting pupils literacy. Griffiths and Hamilton (1984) argued that pupils acquire more knowledge from parents and caregivers in their early years, than from formal education, framing families as pupil’s first educators. While their work emphasised the potential of familial influence, more recent studies have taken a broader view. Glynn, Wearmouth and Berryman (2006) advocate incorporating localised, culturally relevant forms of literacy, including oral storytelling, chants and wordplay, into curricula to reflect diverse ways communities engage with language. The Books & Bonds project embraces this ethos by inviting siblings, grandparents and other community members into schools to participate in shared reading, creating a platform for authentic cultural exchange, whilst boosting pupils’ reading fluency. 
Although parental involvement has historically been met with scepticism, as seen in the Bullock Report (1974), which casts doubt on the efficacy of parents supporting literacy at home, contemporary research has shifted this perception. Kantova (2024) notes that engaged parental involvement can foster emotional security and reinforce learning in informal settings, leading to a more holistic development. Sibanda (2021), however, raises concerns that some parents may see teaching as solely the school’s responsibility, regarding schools as ‘dumping grounds’. This dichotomy between potential and perception, highlights a need for structured initiatives that not only welcome parental and community involvement, but also equip them with the skills and confidence to participate meaningfully. 
Vygotsky’s (1978) socio-cultural theory is central to this model. His concept of the Zone of Proximal Development (ZPD) poses that pupils achieve more when guided by a More Knowledgeable Other (MKO), a concept echoed in the mentor-mentee dynamic incorporated by Books & Bonds, similar to Jeremy Miles announcement of a pilot programme utilising mentoring to support reading and literacy (Welsh Government, 2023). This scaffolding enables pupils to move beyond what they could accomplish independently, thus improving both competence and confidence in reading. Bronfenbrenner’s (1979) ecological systems theory further strengthens the projects rationale by emphasising the interconnectivity between microsystems (home, school) and mesosystems (the relationship between these settings) (Bouchard & Smith, 2017). Books & Bonds operates precisely in this interspace, bridging school and community for mutual benefit. 
Epstein’s (2001) overlapping spheres of influence model supports this, suggesting that pupil’s academic success is enhanced when schools, families and communities work collaboratively. Moll et al. (1992) also promotes this view through their concept of ‘funds of knowledge,’ arguing that all households possess culturally accumulated knowledge that can be harnessed in education. By integrating community volunteers, the project draws upon these untapped assets, creating a reciprocal learning environment where both pupils and volunteers' benefit. 
In addition to community integration, the project directly aligns with recognised developmental stages in reading. Kharbach (2024) outlines five stages of reading development:
1. Emergent Pre-reading (0-5)
2. Early Reading (5-7)
3. Transitional Reading (7-9)
4. Intermediate Reading (9-12)
5. Advanced Reading (12+)
Books & Bonds targets Key Stage 2 (ages 7-11), where pupils typically transition from decoding techniques to developing fluency, comprehension and critical thinking. Structured reading sessions with trained volunteers can support progression through these stages, offering personalised support particularly valuable for pupils whose reading has regressed, as outlined in national attainment data (Welsh Government, 2024).
Finally, the project also resonates with Maslow’s Hierarchy of Needs (cited by Stoyanov, 2017). For pupils to thrive academically, their basic physiological and psychological needs must be met. By creating a clam, supportive reading environment and encouraging loving, trusting relationships with volunteers, Books & Bonds addresses pupils’ needs for safety, belonging and esteem, key foundations for higher-order learning. 
The Curriculum for Wales is underpinned by four core purposes (Welsh Government, 2022):
· ambitious, capable learners. 
· Enterprising, creative contributors. 
· Ethical, informed citizens.
· And healthy, confident individuals. 
Books & Bonds aligns closely with these aims by fostering literacy skills, encouraging thoughtful dialogue and creating inclusive, supportive spaces for learning. Through community interaction, pupils engage as informed citizens and confident communicators. However, critiques may question the consistency and quality of volunteer input, or whether all pupils benefit equally. These concerns must be considered, ensuring training and oversight are in place to uphold educational standards while embracing the curriculum’s holistic, learner-centred approach (Welsh Government, 2020)
The aims of the Books & Bonds project are to improve pupils’ reading fluency, vocabulary and confidence, whilst cultivating a lifelong passion for literacy through meaningful community engagement. The project is designed not only to raise literacy attainment, particularly among those for whom English is an additional language (EAL), but also to strengthen the relationship between school, families and the wider community. In doing so the initiative seeks to create a sustainable model of relational learning that enhances both academic outcomes and social cohesion. 
The key objectives of the initiative include: 
· Providing targeted reading support in an informal, low-pressure after-school setting. 
· Increasing pupil motivation and enjoyment in reading, through adult modelling and relational support. 
· Strengthening the connection between the school and local community. 
· Addressing language disparities exacerbated by COVID-19 disruptions and increased screen time (Estyn. 2025). 
Recent evidence has shown there is a decline in reading attainment post-pandemic, with English reading level in 2022/23 falling by an average of four months compared to 2020/21 (Welsh Government, 2023). This has been partially attributed to increased screen exposure and reduced face-to-face engagement with texts (OECD, 2021). Books & Bonds aims to counter this trend through socially situated reading experiences, drawing on Vygotsky’s (1978) and Bandura’s (1977) emphasis on scaffolding and modelling in literacy development. 
Research also highlights the benefits of community and parental involvement in literacy. Programmes that invite families, or local volunteers into literacy-based activities have been shown to raise attainment, especially in areas of disadvantage (Goodall & Montgomery, 2014; Harris & Goodall, 2008). Epstein’s (2001) framework further supports this model of collaborative engagement, while UK-based initiatives such as the Reading Volunteers Programme by Bookmark (2022) demonstrate positive outcomes when trained volunteers provide one-to-one reading support. 
Books & Bonds will be delivered by a combination of school staff and trained community volunteers, overseen by the literacy lead. Sessions will take place once a week after school and focus on paired or small group-reading, incorporating storytelling, book talks, and language-rich interactions. Volunteers will receive safeguarding and basic literacy engagement training. Budget considerations will include volunteer DBS checks, book donations from the school and local libraries, light refreshments and modest staff time allocation. Funding may also be sought through school grants, or local education partnerships. In the longer term, Books & Bonds may serve as a springboard for wider community-led initiatives, such as the development of a local phone box library. Given that School X is situated in a rural village with limited access to public library services, this initiative would offer an inclusive, low-cost solution to promote reading for pleasure beyond the school setting (Mini Travellers, 2024). Operating on an honesty system- common in Pembrokeshire’s rural communities, due to limited public transport- such schemes have been shown to foster community cohesion and shared ownership (Estyn, 2018). Establishing a local library space could enhance pupils’ sense of agency, belonging and pride in their locality, supporting their rights as outlined in the UNCRC (UNICEF, 2025) and aligning with the Four Purposes of the Curriculum for Wales, particularly the goal of developing ethical, informed citizens who contribute to their communities. Research suggests that when pupils are engaged in place-based, community-driven projects, there are notable increases in confidence, identity and social responsibility (Henderson & Mapp, 2002; Estyn, 2020).
Critically, while volunteer-led models offer a cost-effective way to widen literacy support, it requires careful management to ensure consistency and safeguarding. However, the relational aspect of Books & Bonds- informal, low pressure interactions with trusted adults- aligns with evidence suggesting that enjoyment and engagement are key to fostering a love for reading (Clark & Teravainen-Goff, 2020). Moreover, the emphasis on dialogue and storytelling provides a culturally responsive approach that could benefit pupils with EAL, or lower home literacy exposure. 
The success of Books & Bonds will be evaluated through a mixed-methods approach, combining both qualitative and quantitative data to gain a holistic understanding of its impact on pupils’ reading development, community engagement and wellbeing. A clear emphasis will be placed on evaluating not only academic progress, but also social and emotional outcomes, in keeping with the aims of inclusive, relational pedagogy.
Firstly, pupil reading attainment will be tracked through ongoing formative assessment and teacher observations, with standardised reading age assessments issued at the beginning and end of the project cycle. This aligns with established school-based practices and will provide measurable indicators of reading fluency, vocabulary acquisition and comprehension. Additionally, reflective journals and reading logs will be used by pupils to record their development as identified by Evans (2009), who suggests the role of dialogic reading in supporting critical and emotional engagement with texts. 
Qualitative feedback will also be collected through semi-structured interviews and focus groups with pupils, volunteers and staff to capture the broader impact of the project on community cohesion and pupil wellbeing. This is in line with Alexander’s (2010) ‘Cambridge Primary Review’, which calls for a more holistic approach to primary education which recognises that pupil voices, identities and experiences are central to learning. Regular opportunities for pupil voice will be embedded into evaluation, ensuring learners are active participants in shaping the direction and development of the project. 
From a community engagement perspective, the project’s effectiveness will be measured by tracking volunteer participation, family involvement and community feedback, using both surveys and informal conversations. This reflects the approach advocated by Whalley and the Pen Green Team (2007), whose work on knowledge-sharing and relational engagement emphasises the value of reciprocal relationships between school and families. Such engagement will also be assessed by recording attendance, frequency of participation in shared reading and any spin-off initiatives, such as the establishment of a community book exchange location. 
In line with the values outlined in ‘Social Justice Re-examined’ (Arshad et al., 2012), the evaluation will include a critical assessment on equity and inclusion. This includes analysing the participation of pupils with EAL, or those less likely to engage in traditional classroom contexts. Ensuring the initiative meets the needs of all learners- particularly those from marginalised, or underrepresented backgrounds- will be central to its evaluation framework. Wrigley & Pratt (2005) argue that meaningful change requires schools to understand and challenge the barriers pupils face both inside and outside the classroom, a principle that will underpin the analysis of the project's outcomes.
A SWOT analysis (see Appendix A) highlight the projects strengths in fostering community-school engagement and addressing reading attainment, particularly considering national data reflecting post-pandemic literacy regression (Welsh Government, 2023). Designed as a low-cost, relational model, the project aligns with the Curriculum for Wales Four Purposes by nurturing ambitious, capable learners and ethically informed citizens. 
Strengths include its theoretical grounding in socio-cultural approaches to learning. Vygotsky (1978) emphasised the importance of socially mediated language development and Bruner (1996)(cited by Porath, 2000) extended this by positioning literacy as a crucial tool for cultural participation. The involvement of community members supports this by offering pupils multiple voices, accents and experiences of English language and culture, creating what Evans (2009) describes as ‘dialogic spaces’ for literacy to flourish. In line with Estyn (2020), which highlights strong community partnerships as a driver for pupil wellbeing and engagement, this project is structured to reinforce both. 
However, weaknesses must be critically acknowledged. Among these is the reliance on volunteers who, while well-intentioned, may lack pedagogical training, raising concerns over linguistic modelling. For example, in Wearmouth (1997, p.32), a participant describes writing as he speaks at home – in patois- under the influence of his parents’ informal grammatical structures. This highlights the importance of offering volunteers guidance to avoid reinforcing misconceptions, or outdated grammatical rules. Mitigation strategies include offering preparatory sessions and clear resources for volunteers, drawing on the reflective practices promoted by Medwell & Wray (2014) in ‘Becoming and Outstanding Primary School Teacher’ The project has the capacity to extend beyond the scope of the school, such as through the development of a local phone box library, addressing rural access to literature while embedding reading within the fabric of everyday community life (Estyn, 2020). It also offers space for meaningful knowledge-sharing between generations, as seen in Whalley and Pen Green Team’s (2007) work, which demonstrates how inclusive parental engagement strategies raise confidence and learner aspirations. 
Nonetheless, external threats such as safeguarding, sustainability of volunteer involvement and maintaining inclusive practice must be carefully managed. Guppy & Hughes(1999) argue that the most effective and equitable interventions take place within the classroom, not outside of it. This position is valuable, yet it risks undervaluing the broader sociocultural influences on pupil literacy. In response, Bruner (1996 (cited by Porath (2000))) reminds us that reading is not merely a school-based skill but a cultural necessity, literacy is part of the ‘cultural toolkit’ for full societal participation. By integrating this broader framework, Books & Bonds aims to not only compliment classroom learning, but enhances pupil capacity to navigate and contribute meaningfully to their communities. 
‘As human beings, we are storytelling animals’ (MacIntyre, 1981, p.216). This philosophical lens encapsulates the ethos of Books & Bonds, a project grounded in both empirical need and theoretical robustness. It draws on socio-cultural perspectives of learning (Vygotsky, 1978; Bruner, 1996(cited by Porath. 2000)), emphasising the centrality of language, interaction and community in a child’s cognitive and emotional development (Bielby, 1999). 
The resurgence of interest in shared reading experiences, particularly in the digital realm, underscores a broader societal need. Platforms such as YouTube now host thousands of storytelling channels, many with large child followings. This phenomenon suggests not only a gap in access to shared reading experience, but also a deep desire among pupils to be read to by adults, a connection often missed in increasingly time-poor, or digitally dominated households (Froes. 2019; Livingstone & Third. 2017). Books & Bonds responds to this gap by reintroducing intergenerational, face-to-face storytelling into school life, with the potential to rehumanise literacy experiences and reignite a passion for reading, as was an announced aim by the Welsh Government (2021). 
Moreover, oral storytelling traditions, such as those of the Aboriginal, Maori and San communities (Cajete, 2017), illustrate the cultural, moral and cognitive significance of spoken narrative. These traditions reinforce Bruner’s (cited by Glynn et al; 2006) assertion that literacy is a ‘cultural toolkit’ vital for full participation in society.
This assignment has further shaped my professional values as a trainee teacher, aligning with the QTS Professional Standards, particularly the duty to ‘work in partnership with parents and carers to support children’s learning.’ As such, Books & Bonds not only presents a community-driven solution to literacy development, but also encourages reflective, culturally responsive practice. 
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Appendix
Appendix A
SWOT Analysis for Books & Bonds Project
	
	HELPFUL
	HARMFUL

	INTERNAL
(within the school)
	Strengths
· Supportive School Environment- A familiar, structured and safe space to engage in reading.
· Access to Books and Resources- The school library and classrooms provide a wealth of reading materials. 
· Existing Pupil-Teacher Relationships- Teachers can help encourage pupil participation and promote initiative. 
· Potential Staff Support- Teachers or staff may volunteer, or assist in organising the sessions. 
· Encourages a Reading Culture- Reinforces literacy as a core school value, complimenting classroom learning. 
	Weaknesses
· After School Fatigue- Pupils and staff may be too tired to fully engage after a long school day. 
· Limited School Staff Availability- Teachers and staff may have other responsibilities, making additional supervision difficult. 
· Space & Scheduling Conflicts- Other after-school programs may limit available rooms, or time slots. 
· Uneven Pupil Attendance- Some pupils may not be able to stay after school due to transport, or home responsibilities. 
· Cost- whether volunteers require DBS checks and how these will be paid. 
· Knowledge of Volunteers- the skills and willingness to partake in training for volunteers, as well as commitment. 




	EXTERNAL 
(outside the school)
	Opportunities
· Community Engagement- Strengthens connections between schools and local volunteers, fostering a sense of shared responsibility. 
· Local Business & Library Partnerships- Opportunities for sponsorships, book donations, or guest readers. 
· Media & Social Media Exposure- Can raise awareness and attract more volunteers, or participants. 
· Potential for Expansion- Could grow into weekends, summer, or virtual reading programs to reach more pupils. 
· Volunteer Involvement- Bringing in diverse readers (authors, professionals, parents) can enhance pupil experience. 
	Threats
· Competing After-School Activities- Sports, tutoring, or extracurriculars may draw pupils away. 
· Volunteer Retention Challenges- Ensuring a steady stream of committed readers might be difficult. 
· Parental Support & Logistics- Some families may not prioritise after-school reading programs, affecting pupil attendance. 
· Unforeseen External Disruptions- Weather, transportation issues, or school closures could impact sessions. 
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