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Targets from my previous assignment

	Target
	How I have addressed it in this work

	
Use your professional standards and relevant literature to guide next steps. What impact will your findings have on your own future teaching practice

	
I have made a link to how my findings will impact on my own future teaching practise

	
 Please revise the correct protocols for Harvard referencing to improve precision and accuracy of citing the work of other authors (e.g. referencing books/journal articles - reference list)

	
I feel as though I have revised the correct way to improve my Harvard referencing 

	
	














Using your experiences of teaching 7–11-year-old learners, write a proposal for a school community project. 
Introduction
The chosen primary school, located in a socio-economically disadvantaged area in South Wales, serves a diverse cohort of pupils, many of whom encounter barriers to learning linked to economic and social inequality. Within this context, the proposed school community project is a reading club that aims to support pupils’ literacy development, with a particular focus on enhancing reading confidence, comprehension, and enjoyment. Research consistently highlights the importance of early reading engagement as a foundation for academic success and lifelong learning (Clark and Rumbold, 2006). The initiative will target Key Stage 2 pupils, offering weekly after-school sessions facilitated by community volunteers and family members to foster a love of reading in a supportive, informal environment. This project is grounded in a school-community partnership model, with a specific emphasis on parental and community involvement in literacy enrichment. (Epstein, 2011). The framework of overlapping spheres of influence underscores the significance of shared responsibility among schools, families, and communities in advancing pupil outcomes. The project aims to nurture positive, sustained relationships while addressing literacy as a key area of need by embedding the reading club within the local community and school ethos. The decision to focus on reading is informed by both national and local priorities in literacy education and supported by evidence that reading for pleasure is a significant predictor of children’s academic attainment and future success (Sullivan & Brown, 2015). This introduction outlines the rationale for a project that is both collaborative and evidence-informed, responding directly to the contextual needs of pupils and their community.
Literature review

The decision to develop a reading club as a school community-based project stems from both the school’s identified needs and robust academic evidence that links early reading engagement to educational success. The school in question, situated in a socio-economically disadvantaged area in South Wales, supports a diverse pupil population, many of whom face barriers to learning due to poverty, limited parental engagement, and reduced access to books at home. These contextual challenges directly affect literacy attainment, especially by Key Stage 2, where gaps in reading comprehension and confidence are often evident (Clark and Teravainen-Goff, 2020). In this context, a community reading club offers an inclusive, low-cost intervention tailored to the local needs.

In the specific school setting under consideration, current initiatives such as community assemblies and parental workshops indicate a strong ethos of collaboration and inclusion. A reading club supported by community volunteers and families would not only provide reading support but also strengthen home-school links, a factor shown to enhance pupils’ engagement and attainment (Desforges and Abouchaar, 2003). Moreover, engaging parents, particularly those with limited confidence in their literacy, through informal, inclusive formats helps to build relational trust and encourage at-home reading. A review of reading for pleasure research notes that reading habits are most sustainable when families, schools, and communities reinforce the value of reading in everyday life (Twinkl.co.uk, 2023).  This aligns with the Welsh Government’s strategic literacy goals, which emphasise community engagement and early intervention (GOV.WALES, 2024).

Reading occupies a central role in supporting children’s cognitive, social, and emotional development, an assertion underpinned by a substantial body of educational literature. Scholars such as Sullivan and Brown contend that reading for pleasure is a more powerful predictor of academic achievement than parental socio-economic background, demonstrating significant associations with enhanced vocabulary acquisition and attainment in subjects such as mathematics (Sullivan and Brown 2015). Similarly, the Organisation for Economic Co-operation and Development (OECD) affirms that reading engagement correlates more strongly with academic performance than family background, a finding particularly pertinent in areas of socio-economic disadvantage where literacy-rich home environments may be scarce (OECD 2010). These insights are further reinforced by developmental neuroscience. Sahakian found that regular early engagement with reading is linked to improved brain connectivity, enhanced cognitive function, and greater mental well-being in adolescence. Collectively, such evidence positions reading not merely as a tool for educational progress but as a catalyst for holistic, long-term developmental benefits. This reinforces the rationale for early, community-based literacy interventions (Sahakian,2023),

In addition to cognitive gains, reading is also associated with emotional and social development. Cremin argues that reading supports the development of empathy, cultural understanding, and personal identity, particularly when texts reflect a diversity of voices and lived experiences. This is especially relevant within multicultural school settings, where inclusive literature can validate pupils’ backgrounds and promote a sense of belonging (Cremin 2014).  Moreover, the interpersonal nature of reading, particularly when shared with caregivers, teachers, or peers, fosters social connection and emotional resilience, further enhancing its developmental value (Clark and Teravainen-Goff, 2020).

Nonetheless, some scholars adopt a more cautious stance regarding the assumed benefits of reading for pleasure. Hall warns that literacy interventions, such as reading clubs, may have limited impact if they are poorly planned or fail to engage pupils meaningfully. She emphasises that offering books alone is insufficient; genuine engagement requires that children’s interests, preferences, and cultural contexts are fully considered. Without this responsiveness, reading risks becoming a superficial task rather than a meaningful experience (Hall 2012). Similarly, Elliott critiques the tendency to overstate the causal link between reading and academic success, highlighting that many studies merely identify correlation. For instance, children who read more frequently may already benefit from enriched home environments or stronger parental support, factors that complicate simplified interpretations of reading’s direct impact (Elliott 2020).

Expanding on this critique, Reay challenges the assumption that reading interventions alone can bridge attainment gaps. She asserts that without addressing deeper structural issues, such as poverty, limited access to books, and parental literacy challenges, such initiatives may predominantly serve those pupils already predisposed to succeed. Her analysis calls for a more nuanced, equity-focused approach, whereby reading schemes are embedded within broader strategies aimed at reducing educational inequality (Reay 2017).

The proposed school-community reading club is well-supported by internal strengths, including strong staff commitment to pupil wellbeing, positive staff–pupil relationships, and the availability of existing school resources, all of which create a favourable environment for extracurricular literacy initiatives. The club also aligns with the school’s priorities for improving literacy and engagement. However, internal challenges may affect implementation. Limited staff capacity and funding constraints could restrict both the delivery and diversity of reading materials, while a lack of training in reading-for-pleasure pedagogy may impact the quality of provision. In addition, variable pupil engagement highlights the need for inclusive, responsive strategies to ensure broad participation.

Project aims

This school-based reading club aims to improve pupils’ reading engagement, comprehension, and overall literacy confidence while simultaneously fostering stronger school-community relationships. The project is designed for Key Stage 2 pupils who may be underperforming in reading or who lack enthusiasm for reading at home. Its central objective is to increase reading for pleasure, which numerous studies have shown contributes to improved academic outcomes and holistic development (Sullivan & Brown, 2015; OECD, 2010).

The primary outcomes of the project are threefold: first, to enhance children’s reading motivation and fluency; second, to offer inclusive, culturally relevant reading experiences that support children’s emotional and social well-being; and third, to build a collaborative literacy culture by engaging parents, carers, and local community volunteers. Clark and Teravainen-Goff stress that enjoyment in reading leads to increased reading frequency, which in turn boosts comprehension and vocabulary (Clark and Teravainen-Goff 2020). Moreover, Cremin argues that creating reading communities where children read, talk about, and recommend books to others cultivates a reading identity and raises attainment (Cremin, 2014). By centring pupil choice, peer collaboration, and family engagement, the reading club will promote a sustained interest in reading beyond the school context.

Implementation will involve a weekly after-school reading session hosted within the school library or a designated classroom. Sessions will be facilitated by a small team including a lead teacher, classroom support staff, and trained community or parent volunteers. Each session will include group reading, book discussions, and free choice reading time. Activities will be planned to cater to different reading abilities and learning styles, ensuring inclusivity. Diverse texts reflecting pupils’ cultures and interests will be selected to foster both representation and engagement (Cremin 2014).

In terms of budget, this project is designed to be low-cost and sustainable. Most staffing will rely on volunteers and existing school staff working additional hours.

Measuring impact 

A central aspect of evaluating the success of the proposed school-community reading club will involve the systematic collection of feedback through questionnaires administered to both pupils and parents upon completion of the initiative. This approach is designed to assess not only the project’s effectiveness in promoting children’s reading engagement and development, but also its role in fostering meaningful school-community collaboration. Questionnaires are a widely used, cost-effective, and scalable method for gathering both qualitative and quantitative data in educational settings, particularly when feedback is required from large and diverse participant groups (Cohen, Manion and Morrison, 2018). They offer flexibility in design, allowing for the capture of both standardised and individualised responses, making them highly appropriate for mixed-methods evaluation.
The pupil questionnaire will be structured to gather data on several key dimensions of the club’s influence. These will include levels of enjoyment in reading, confidence when reading aloud, preferred genres or authors, and self-perceived progress in reading fluency and comprehension. The design will incorporate a combination of closed items, such as Likert scales and multiple-choice questions, alongside open-ended prompts to capture pupil voice in greater depth. This mixed approach enables evaluators to quantify general trends while also understanding individual experiences. Clark and Rumbold identify reading enjoyment as a significant predictor of sustained engagement and literacy development, arguing that fostering positive attitudes towards reading is essential for long-term impact. Measuring these affective outcomes is particularly important in the context of early intervention, where cultivating motivation is often a precursor to academic improvement (Clark and Rumbold 2006).
In parallel, questionnaires for parents and carers will be used to evaluate perceived changes in their children’s reading behaviours, levels of parental engagement with the initiative, and views on the club's value for their child and the wider school community. These perspectives are especially important in socio-economically disadvantaged contexts, where home literacy environments may be limited and parental involvement in education can be restricted by factors such as low literacy levels, time constraints, or cultural and linguistic barriers (Desforges and Abouchaar, 2003). Epstein’s theory suggests that educational success is most likely when families, schools, and communities collaborate. Capturing parental perspectives helps to determine whether the reading club has effectively strengthened the home–school link and encouraged a more literacy-rich environment beyond the classroom (Epstein 2011).
To enhance the reliability and relevance of data collected, the questionnaire design will draw on guidance from the Education Endowment Foundation, particularly evaluation tools from previously funded literacy interventions. These recommend using clear, age-appropriate language and a balance of behavioural and affective indicators. One effective strategy includes asking comparative questions to measure change over time, for instance, “How confident do you feel reading aloud now, compared to before joining the club?” Such reflective questions help to chart progress and foster self-awareness among participants (EEF, n.d.). 
However, despite their advantages, questionnaires also have methodological limitations. Hall cautions that poorly designed questionnaires may fail to capture the full complexity of children’s experiences, especially when respondents are reluctant or unsure how to articulate their thoughts (Hall 2012). Younger children, or those with additional learning needs, may require additional scaffolding to engage meaningfully with the evaluation process. Similarly, variation in parental response rates, often shaped by socio-economic factors or levels of trust in school institutions, can result in non-response bias. To address these challenges, the questionnaires will be piloted with a small representative group to test clarity and accessibility. Additional measures such as translated versions, simplified formats, and the option of in-person support will be provided to ensure inclusivity and equity in the evaluation process.
A case study shows that Whitburn Academy in Scotland successfully developed a strong reading culture through the Reading Schools initiative. The school established a Reading Committee involving students, staff, and community members, and implemented various strategies, including dedicated reading spaces, intergenerational reading activities, and digital outreach such as podcasts. These initiatives led to significant improvements in students' reading ability and motivation. The project culminated in the school receiving a gold accreditation, highlighting its success in embedding reading within the school and wider community (Reading Schools, 2019).
Evaluation 
The viability and potential impact of the proposed school-community reading club can be critically assessed using a SWOT (Strengths, Weaknesses, Opportunities, and Threats) framework. This approach allows for a balanced consideration of internal and external factors that may influence both the implementation and sustainability of the project. A summary of the SWOT analysis (see Appendix 1), while this section expands on its key elements, drawing on educational research and relevant policy frameworks to evaluate the proposal more robustly.
Internally, the reading club initiative benefits from several key strengths within the school environment. The commitment of staff to promoting pupil wellbeing and literacy is a significant asset, particularly given the broader policy emphasis on holistic child development within the new Curriculum for Wales (Welsh Government, 2020). The strong relationship between pupils and school staff creates an emotionally secure foundation upon which informal learning opportunities, such as extracurricular reading activities, can be built. Positive relational contexts enhance children’s willingness to engage with reading in non-assessed, pleasure-driven formats (Cremin 2014). Furthermore, the project capitalises on existing physical infrastructure, such as classrooms and library spaces, reducing initial costs and making efficient use of school resources (EEF, 2025).
The alignment between the club’s aims and the school’s strategic focus on literacy development further strengthens the case for implementation. Raising attainment in literacy is a priority in many schools located in areas of social disadvantage, and the proposed club reflects evidence that fostering reading for pleasure supports long-term academic outcomes (Sullivan and Brown, 2015). However, despite these strengths, internal weaknesses must also be acknowledged and proactively addressed. Limited staff capacity is a notable constraint; many educators already face substantial workload pressures, and the sustainability of an after-school programme may be jeopardised without dedicated staffing or voluntary support. Hall warns that well-intentioned literacy interventions often falter when insufficient planning is given to staffing, training, and delivery structures.
Financial limitations further complicate the potential reach and inclusivity of the club. Budget restrictions may hinder the purchase of high-quality and culturally diverse reading materials, which are essential to ensuring that all pupils see themselves reflected in the texts they encounter (Hall 2012). According to Clark and Teravainen-Goff, culturally relevant literature plays a vital role in fostering engagement, especially in multicultural school contexts. Moreover, staff may lack specific training in reading-for-pleasure pedagogies, which differ from more formal reading instruction and require distinct strategies to support motivation and autonomy (Clark and Teravainen-Goff, 2020).
Externally, the reading club presents a promising opportunity to enhance parental involvement and foster a more collaborative relationship between the school and the local community. Epstein’s theory of overlapping spheres of influence underlines the value of shared responsibility in children’s learning, and projects like this can improve meaningful partnership. Strong parental and volunteer engagement could not only improve the running of the club but also promote a culture of reading beyond the school gates (Epstein 2011).  In this way, the initiative also aligns with research by Desforges and Abouchaar, who found that parental engagement in education significantly contributes to pupil progress (Desforges and Abouchaar,2003)
Nevertheless, potential threats exist in the wider socio-economic landscape. The community surrounding the school may face persistent deprivation, including low adult literacy, language barriers, and time poverty, all of which could limit the capacity of parents to participate consistently. Reay argues that interventions in disadvantaged areas must account for structural inequalities, as failure to do so risks deepening existing educational divides (Reay 2017). External commitments, such as work patterns and childcare responsibilities, may also reduce regular attendance by pupils and their families, thereby diminishing the continuity and impact of the club.
Conclusion
In conclusion, this assignment has highlighted the significant potential of school-community partnerships in supporting literacy development, particularly in socio-economically disadvantaged areas. The proposed school-community reading club seeks to foster a love of reading and improve literacy skills among Key Stage 2 pupils, with an emphasis on parental and community involvement. The initiative aligns with key educational priorities, such as increasing reading for pleasure, strengthening home-school connections, and addressing literacy gaps. However, successful implementation depends on overcoming internal challenges, including limited staff capacity and financial constraints, and mitigating external threats, such as socio-economic factors and barriers to parental engagement. By drawing on the strengths of the school’s commitment to pupil wellbeing and leveraging existing resources, the project has the potential to create a supportive, inclusive environment that encourages lifelong reading habits.
As a student-teacher, the proposal has reinforced the importance of collaborative approaches to teaching and learning. It has also deepened my understanding of the need to consider the wider socio-economic context when developing educational interventions. The Professional Standard for Qualified Teacher Status (QTS) underlines the importance of developing and maintaining effective relationships with parents and carers to support pupil progress, a standard I am committed to advancing in my future practice (Department for Education, 2011). By considering the broader school-community context, I aim to design and implement interventions that foster equity, inclusion, and long-term educational success for all pupils.
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Appendices

	
	HELPFUL
	HARMFUL

	INTERNAL
(within the school)
	Strengths
· Strong staff commitment to pupil wellbeing
· Existing relationships between staff and pupils provide a supportive environment for extracurricular activities\
· Use of existing school space and resources (e.g., library or classrooms) minimises cost.
· Alignment with school priorities on improving literacy and pupil engagement.










	Weaknesses

· Limited staff capacity and time for supervising and running after-school programmes
· Budget constraints may limit purchasing of new or diverse reading materials.
· Potential lack of experience in delivering structured reading-for-pleasure interventions
· Variation in pupil engagement—some may not voluntarily attend the club



	EXTERNAL 
(outside the school)
	Opportunities
· Potential for strong parental and volunteer involvement, enhancing community cohesion.
· Can improve school reputation and relationships with families in the local area










	Threats
· Socio-economic challenges in the community may limit parental availability or engagement.
· Language barriers or limited literacy among parents may reduce family involvement.
· Competing community demands (e.g., transport, work, childcare) may affect attendance.
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