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	[bookmark: cysill]Targed/Target 1
	Much greater reference to relevant research and its implication in your study
	I have attempted to engage with relevant research.

	Targed/Target 2
	Develop your skills of conveying your ideas precisely and with conciseness
	I have attempted to write in a concise manner. 

	Targed/Target 3
	Avoid making claims that cannot be supported or challenged by relevant academic research
	I have attempted to avoid making claims that are not supported by academic research. 
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How a school develops one aspect of its SDP: a report that critically reflects on the actions, impact and evidence base. (2500)
[bookmark: _Hlk37454033]This report consists of an exploration and evaluation of an action point that was selected from the School Development Plan (SDP) of one Welsh secondary school. In accordance with BERA’s (2018) guidelines on anonymity, this school shall be referred to as School X throughout. The action point subject to this report constitutes School X’s decision to “provide an environment that effectively supports English as an additional language (EAL) Learners by increasing EAL teaching provisions School X, 2019).”  To generate further context, School X is an English-medium school located near to its local city centre (Estyn, 2017.) Currently, enrolled at the school are over 1720 pupils of whom 70% have acquired English as an additional language. Hence, in order to meet the needs of its vast number of EAL learners School X has incorporated the aforementioned action point within its SDP. The report shall hence detail how School X arrived at this action point by means of its School Development Cycle (SDC) (Welsh Government, 2019). The SDC involves various components, including self-evaluation, strategic planning, implementation and reviewing action point impact (Welsh Government, 2019). Consequently, the school’s individual delivery of each component shall also undergo evaluation throughout. This evaluation shall predominantly be informed by the works of Welsh Government (2019), Hanover (2014) and the Belle Foundation (2019) as explored in the subsequent literature review.
[bookmark: _Hlk37511867][bookmark: _Hlk37802618]SDPs are the ultimate product of the aforementioned process described as The School Development Cycle (SDC). This cycle occurs in several stages that are utilised to inform a school’s finalised SDP document. The stages comprise of; the school’s initial development vision (outlining that which the school aims to achieve through the implementation of its SDP); stage one self-evaluation; stage two strategic planning; stage three making improvements and taking action and stage four reviewing the plan’s impact (Welsh Government, 2019). The SDC operates as a process of inquiry that is “informed by evidence” such as learner performance outcomes (Victoria State Government, 2019). Within the SDC, self-evaluation functions as the first stage of inquiry. The literature states that self-evaluation supports schools in uncovering; “how well they are performing, [their] areas of strength, what needs to be improved and what actions to take to make those improvements. (Welsh Government, 2019).” Self-evaluation can be supported by a range of strategies, including the analysis of pupil-based data. This data may be quantitative, meaning that it is yielded by numerical or measurable evidence such as test scores. Conversely, it may be qualitative- or rather, numerically immeasurable. Thus, qualitative data may consist of information concerning the emotional well-being of individual learners. Regardless, both quantitative and qualitative related data analysis are highly advantageous to the process of self-evaluation in school settings (Belle Foundation, 2019.) For instance, according to the literature school data analysis may assist schools in noticing problematic patterns, such as low-test scores, within specific learner groups (Welsh Government, 2019). For instance, EAL learners. 
The literature holds that in order for schools to improve the performance outcomes of EAL learners, they must first collate and analyse the learners’ existing performance data (NADLIC, 2012). Performance data analysis finds strength in its ability to function as a potential indicator of whether or not a school’s current teaching provisions are adequate (Belle Foundation, 2019). After all, it is stated in the literature that low test score outcomes often correlate with inadequate teaching provisions (Strand and Hessel 2018). Hence, during the process of self-evaluation schools may glean that low test scores- attained by EAL learners- are potentially the result of inadequate EAL teaching provisions. Therefore, data analysis is highly advantageous to the process of school development planning. For example, data holds the capacity to influence the development of improvement initiatives within a SDP- for instance, in regard to the enhancement of EAL teaching provisions. Hence, data analysis facilitates the primary aim of self-evaluation in terms of locating areas within a school that require improvement. In turn, performance data analysis may foster improved whole school performance outcomes in accordance with the overarching purpose of a SDP (Estyn 2014 in Welsh Government 2014.) In order collate data for self-evaluation, Hanover (2014) recommends that schools adhere to the three-tier assessment model. Indeed, the model presents benefits to the process of self-evaluation. Nevertheless, it contains certain limitations. However, both the advantages and disadvantages that the model presents to the school development process shall be discussed in the later action points section.
Once schools have appropriately evaluated their current performance and identified areas in need of development, they may enter phase two of the SDC- strategic planning. Strategic planning involves the creation of a SDP document. The is based on the areas that the school must develop, as inspired by stage one self-evaluation. The plan’s structure must be sub-divided into two to three priority need and impact areas (Hanover, 2014). Hence, this two to three-part structure provides a simple basis for all relevant school partners to interpret. It also acts as a rubric, containing clear aims that enable schools to continuously track their adherence to their SDP with relative ease to ensure its effectiveness. In order to create a SDP, a school’s governing body must liaise with the school’s relevant key individuals including stakeholders such as; teachers; pupils; parents; the local education authority; family schools and to some extent the wider community (Welsh Government, 2019). By nature, SDPs require the input of each of these individuals; advantageously, their combined range of expertise provides much inspiration for that which might be included within a SDP.
SDPs offer multiple advantages to schools. Alongside facilitating improved school outcomes, SDPs permit schools much autonomy in the SDP design process. Typically, stakeholders such as teaching staff are heavily involved in the creation of their school’s development plan. Thus, SDPs can be tailored to a school’s specific needs by those who know it most intricately. Hence, SDPs are a more effective approach to improving outcomes than other forms of generalised school protocol guidance. However, the concept of schools designing individual development plans can be criticised. For instance, it can be argued that SDPs fail to provide schools with equal development opportunities. For example, certain schools may hold the means to produce higher quality SDPs than others. Thus, schools that produce lower quality SDPs, due to factors such as limited access to staff that are experienced in the SDP design process, may yield lower improvement outcomes than schools with such resources. Nevertheless, SDPs may result in productive development for learner and whole school outcomes if they are implemented effectively.
School development plans find further strength in their adaptability. For instance, once schools have reached stage three of the development cycle- implementing the plan’s action points- they may move onto stage four- reviewing the SDP’s impact on outcomes. Such outcomes may include performance gains for professionals- such as teachers- and learners. Within the School Development Cycle, the impact of the SDP can be monitored continuously. This supports schools in updating their SDPs annually in accordance with the SDP regulations (Welsh Government, 2019). Therefore, such revision enables schools to certify that their SDPs remain relevant to the current needs of both students and staff. However, within the reviewing impact phase, schools face limitations that are brought about by outside inspectors. For instance, once Estyn undertake a review of a SDP’s impact on a given school, the school is typically granted twenty days to revise and adapt its SDP (Welsh Government, 2019). However, arguably twenty days fails to enable schools to formulate high quality approaches to areas in need of development. Nevertheless, the twenty day turn over can be considered beneficial in the sense that it ensures that partners must actively engage with their SDP, resulting in prompt school development. In order to further support rapid development, the literature advises that schools follow improvement models throughout their development cycle. Such models include the Results-Oriented Cycle of Inquiry (Hanover, 2014.) The model heavily advocates the implementation of assessment in order to support schools during their self-evaluation phase.  
In accordance with the literature, for the purpose of self-evaluation School X adopt Hanover’s three-tier assessment approach in order to gather performance-based data (Hanover, 2014). One example of such data includes test scores. Hence, School X regularly monitor the performance data of EAL learners by means of ongoing in class assessment. Indeed, this strategy has presented benefits to School X’s SDP design process. Primarily, it enabled the school to discover that provisions for EAL learners required development. Thus, School X were able to update the improvement initiatives of their SDP accordingly to support EAL pupils; the updated initiatives concerned the enhancement of teaching provisions for EAL learners. However, these provisions shall be explored in greater detail during the later discussion of School X’s strategic planning phase. Ongoing assessment also assists the teachers of School X in monitoring the live progress of EAL learners. Consequently, School X’s teachers are able to adapt lessons with immediate effect to meet the learners’ current needs. In congruence to the purpose of their SDP, this has facilitated improved learner outcomes within School X. 
However, despite the benefits of the three-tier assessment model it presents limitations. For example, as stated by Ford (2018) ongoing assessment may impose performance pressure upon learners who respond negatively to frequent testing. In turn, this may catalyse increased performance related anxieties within certain learners, resulting in negative impacts on both their performance outcomes and overall wellbeing. In this sense, ongoing assessment potentially contradicts the purpose of School X’s SDP- which aims to influence positive impacts on both learner performance outcomes and learner wellbeing. Hanover’s assessment model may particularly impose increased stress upon School X’s EAL learners- many of whom already contend with the challenges of acquiring EAL. Hence, the process of ongoing assessment has the potential to hinder the learning experience of EAL pupils and cannot guarantee their improved performance outcomes. Nevertheless, School X’s approach to ongoing assessment has facilitated the collection of data that has been instrumental in informing and inspiring their SDP improvement initiatives pertaining to EAL provisions. 
To complement their ongoing assessment strategy, School X have invested in the ALPS performance tracking software (ALPS, 2019). ALPS enables School X to track the performance data of custom learner groups. Therefore, it is utilised by School X to monitor the performance progress of EAL learners. Consequently, the tracker has allowed the school to identify which of their EAL learners are currently underperforming or at risk of failing to attain their minimum expected grade (MEG) by the end of the academic year. Therefore, in combination with ongoing assessment, ALPS is responsible for the aforementioned development of School X’s EAL centred initiatives. ALPS has also posed several further advantages to School X’s development process. For example, in order to simplify performance data for the purpose of interpretation, ALPS functions alongside a 3-colour Coding System (ALPS, 2019). This system constitutes a simplistic diagram, which has enabled both the school’s internal and external stakeholders to interpret data with ease. Hence, ALPS provides a means for School X’s stakeholders to communicate data between on another in an uncomplicated manner. This has further supported School X’s SDP design process, for it has enabled each stakeholder to interpret areas of issue. With a common understanding of their school’s current position, School X’s stakeholders have successfully communicated ideas concerning initiatives promoting EAL development. This has further supported the creation of the EAL centred improvement initiatives that are outlined within School X’s SDP. 
However, in congruence with the three-tier assessment model the ALPS data tracker contains limitations. ALPS holds the capacity for quantitative data tracking only- by means of test scores. Hence, the tracker neglects the significance of qualitative progress indicators such as whether or not EAL learners have gained increased confidence in their learning environment. Thus, ALPS fails to support School X in monitoring learner progress at a holistic level. Regardless, as a result of their data collection School X were inspired to create several action points to support EAL learners. This supported School X during their strategic planning phase. For instance, in accordance with the suggested SDP structure, School X divided their action points into three priority areas (Hanover, 2014). These were; “to continue to improve the quality of provisions for teaching and learning; to continue to improve wellbeing and to develop leadership across the school (School X, 2019).”
Within the priority section “to continue to improve the quality of provisions for teaching and learning”, School X state that they intend to “provide an environment that effectively supports EAL learners by increasing EAL teaching provisions (School X, 2019).” Thus, during stage three of their SDC-implementation- School X implemented various strategies to support this action point. For instance, in order to enhance EAL teaching provisions, School X placed their EAL learners into language ability-based sets. Hence, the learners are provided with teaching that is appropriate to their current language level (Washbourne, 2011). This has supported the language development progress of School X’s EAL learners, for they are provided with reasonable challenge- which according to Allison and Tharby (2015) is essential to productive learning. Indeed, in accordance with the aims of their SDP, ability setting has also supported the improved performance outcomes of School X’s EAL learners. Nevertheless, whilst School X’s EAL setting system provides the various benefits discussed it can be criticised for several reasons. There is case to suggest that ability setting can be detrimental to productive learning. For instance, according to the literature in favour of mixed ability setting, sets containing pupils solely of similar ability fail to take advantage of peer learning opportunities (Hallam and Ireson, 2005.) 
In order to combat the limitations of both their self-evaluation and implementation stages, School X may wish to consider the following recommendations. Firstly, to resolve the afore described issue of same ability setting, School X might consider organising mixed ability EAL sessions once a fortnight. Granting less advanced speakers an opportunity to converse with advanced EAL speakers could facilitate their language development. Moreover, utilising mixed ability peer work may increase School X’s number of provisions for EAL learners in accordance with their SDP. Additionally, in order to address the limitations of the ALPS performance tracker School X may also consider employing the EAL Pupil Achievement Tracker (EPAT) (Belle Foundation, 2019). The tracker provides an alternative means of collating relevant learner outcome data. Pertinently, the EPAT does not draw data solely from ongoing assessment results. It collates various English proficiency indicators. These indicators, unlike ongoing assessment need not place performance related pressure on EAL learners. For example, rather than merely displaying a collection of test results the EPAT collates a series of qualitative progress descriptors. 
The EPAT descriptors represent progress that students have made outside formative assessment. For example, the descriptors may constitute a sentence such as “The student can now successfully negotiate with other pupils during group work (Belle Foundation, 2019).” Each descriptor may hence be recorded on the EPAT spreadsheet, used to collate the number of progress descriptors received by each learner. Thus, the EPAT spreadsheet may reduce the need for the ongoing formative assessment whilst providing valuable progress data pertaining to English proficiency that can be analysed for the purpose of self-evaluation. Indeed, the EPAT presents limitations. For instance, it would require additional training for teaching staff who were unfamiliar with the tracker. Thus, in investing time into EPAT training sessions staff may experience increased time constraints on both their marking and lesson planning. Moreover, unlike ALPS the EPAT is a free software provided to schools by the Belle Foundation (2019). Hence, it highly cost effective and appears to hold more advantageous than disadvantages. Ultimately, the EPAT may be a useful tool in allowing schools to access pupil-based data for the purpose of informing their SDP. 
In conclusion, this report undertook a critical evaluation of one action point drawn from the SDP of School X. This action point concerns the school’s intent to increase provisions for EAL learners, in order to improve their performance outcomes and overall wellbeing. The action point was the result of School X’s SDC. Within their development cycle, School X incorporated various approaches to self-evaluation; strategic planning; action point implementation and reviewing action point impact (Welsh Government, 2019). In addition, through an examination of the relevant literature and School X’s SDP I have gained valuable insight into the development planning process. I have been enlightened to cruciality of action point planning, particularly in regard to improving teaching provisions for EAL learners. Thus, during my future practice I shall incorporate mixed ability peer-work when teaching EAL learners in accordance with the recommendations of Hallam and Ireson (2005).
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