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	Targed/target
	Yr hyn yr wyf wedi'i wneud yn yr aseiniad hwn
What I have done in this assignment...


	[bookmark: cysill]Targed/Target 1
	Critical thinking, less descriptive.
	Structuring sentences thoughtfully using a range of literature.

	Targed/Target 2
	Clarity in writing.
	Proofreading and amending paragraphs.

	Targed/Target 3
	Paraphrasing.
	Learned to paraphrase and utilised this skill throughout the assignment.



How a school develops one aspect of its SDP: a report that critically reflects on the actions, impact and evidence base. 

Introduction
The purpose of this essay is to analyse and critically reflect on a school’s development plan (SDP) with focus on how the school identified specific priorities. The Welsh Government (2014) defines an SDP as a strategic document detailing how the school intends to improve learner outcomes and in critically analysing the SDP process, a particular focus will be placed on how the school identified and developed well-being as a priority.
Adolescence is a critical point in a young person’s life. Education, media, and peers typically become a stronger influence, impacting young people’s health and well-being (Hewitt et al. 2019). The National Assembly for Wales (2018) reported that 1 in 4 children starting at the age of 14 suffer with poor mental health.
Contemporary research has gained notoriety on the prioritisation of well-being parallel to numeracy and literacy. However, despite widespread consensus that well-being is a priority, Estyn (2019) discovered only a third of secondary schools in Wales have an inclusive whole-school approach.
The school in question will be referred to as school A, a secondary comprehensive of 1531 pupils aged between 11 to 18 (Estyn 2014) that fall into 30-50% of the most deprived areas in Wales. Roughly 22.7% of learners are eligible for free school meals (FSM), higher than the national average of 19% (School Name Redacted SDP, 2020).



Literature Review
Creating an SDP is a disciplined process that follows a continual reflective cycle including self-evaluation, strategic planning, making improvements and reviewing impact. By using a live document, the reflective plan constantly develops providing a current understanding of the direction of progress (Welsh Government 2014). The live document is updated at points of assessment, typically yearly reflecting any adjustments for effective development.
Haynes, NM et al. (1996) agrees that to be effective, SDPs must be an ongoing cycle of processes, whilst McNamara (2002) agrees that SDPs are a tool for schools to face their existing areas for development as the plan is implemented. However, Curry (2007) states that to simply construct an SDP is ineffective, to reach effectiveness all practitioners must work together towards the clear common goal. Curry (2007) also agrees that all practitioners must be involved at every stage of planning, in particular self-evaluation.
Chang (2008) states that self-evaluation consists of internal evaluation implemented by those who plan to action the findings and at the core of an SDP is data analysis. The data collected through self-evaluation impacts the SDP effectiveness greatly, therefore research heavily focuses on the processes of data collection. 
Arnold, (2016) argues that data analysis must concentrate on outcomes of statutory assessments, examinations alongside attendance and behaviour. Alternatively, House (quoted in MacBeath 1999) argues that self-evaluation is rooted in bias origins, implying that it is not a form of reliable data collection when used in isolation. However, Day and Sammons (2014) argue that to achieve school development, self-evaluation must be considered an effective technique. House (quoted in MacBeath 1999) continues to state that self-evaluation does have a place in school improvement, it must firstly be critically analysed alongside other techniques. However, in construction of an SDP, The Welsh Government (2014) requires the use of both qualitative and quantitative data collection, ensuring that data is valid.
The Welsh Government (2014) express that the core national priorities must be addressed. Strategies must be in place to raise numeracy and literacy standards whilst reducing the impact of poverty on educational attainment. It is however crucial to analyse the impact well-being has on academic attainment. Clarke and McLaughlin (2010) published a review arguing that success in school is heavily interlinked with shaping adolescent emotional health. 
Considering the importance of well-being, Littlecott et al (2018) and Formby and Wolstenholme (2012) found that when academic subjects such as numeracy and literacy are underperforming, funding and facilities aimed towards health improvement policies are viewed as ineffective. Research agrees that pulling funding for well-being policies can instead decrease academic achievement. Instead, Bonell et al. (2014) argues that academic attainment and well-being must be viewed as “synergistic goals”.
The Well-being of Future Generations Act details the urgency of wellbeing, ordering all public bodies to adhere to sustainable development. (The National Assembly for Wales, 2015) Whereas the Future Generations Act focuses on all public bodies, the Donaldson review, with health and well-being as one of the six key Areas of Learning Experiences, has generated ongoing processes of curriculum reform, specifically within schools. Student well-being is one of the key pillars of education against which schools' performance will be measured in the future. The Welsh Government is putting health and wellbeing at the forefront of school expectations. (Donaldson, 2015)
Estyn (2019) found that individuals who struggle with well-being may present poor behaviour resulting in removal from the classroom and into inclusion. Isolation has detrimental effects on well-being in comparison to “evidence based targeted interventions” showing positive results. (Banerjee et al. 2016)
Common in primary schools, nurture groups, described as a space where students with a range of social, emotional, and behavioural difficulties receive specialist support (Bennathan and Boxall, 1997) are less commonly found in secondary schools. In fact, Ofsted (2011) and Estyn (2019) reported nurture groups in primary schools developing social skills and improving behaviours of learners at risk of exclusion. 
However, as nurture groups are uncommon in secondary schools, literature on the effect of nurture groups is limited. However, Estyn (2019) reports that schools with well-being as a low priority do not have physical space where pupils have privacy in a “relaxed and attractive environment”.
The limitations of a well-being centre are that staff may instantly refer pupils to the centre, considering well-being as another department’s responsibility. In fact, Shelemy et al. (2019) research revealed that schools with well-being departments were unenthusiastic about receiving training.
Regardless of the absence of a designated well-being area, Hewitt (2019) suggests that the learner needs are still not being met in many schools. Around 27.5% of pupils between year 7 and 11 report not having a member of staff to confide in. 
Estyn (2019), Littlecott et al. (2018) and Maelen et al. (2018) agree that pastoral care and the well-being of learners is not the sole responsibility of wellbeing staff. Maelen et al. (2018) expanded that student’s perceived school staff as caring about their well-being when engaging in non-academic conversation. Professor Colleen McLaughlin and Dr Barbie Clarke (2010) similarly identified the importance of the relationship between pupils and teachers.
It is crucial to acknowledge the importance of support roles in the school system, evaluating the influence on well-being (Van Petegem et al. 2008). Littlecott et al. (2018) argues that a whole school approach is essential to effectiveness and Estyn (2019) expressed that without consistency, and all staff contributing, positive impacts are isolated.
Shelemy et al. (2019) study revealed that teachers do not feel qualified in well-being, not wanting to “take on the role of therapist”. Estyn (2019), Roeser and Midgley (1997) agree that teachers are not trained for well-being and confidently supporting well-being. 

Developing an Action Plan
Previously mentioned by The Welsh Government, an SDP consists of multiple phases within a continuous cycle. 
The first step in the SDP cycle is reflecting on school performance through self-evaluation. Self-evaluation is acknowledged as a “key tool” by the Welsh Government and described as necessary to school improvement when used efficiently by Chapman and Sammons (2008)
Although the whole process of school A’s self-evaluation is not available, school A requested a report to be completed by the well-being centre. The report identified an increase in students needing new or enhanced support impacted by the effects of COVID19.
In a conversation with the school’s Well-Being Centre (2022) they stated that “until we had to start using track and trace, we didn’t see a need for keeping track of every pupil walking through the door.” The team identified a need to map who attends the centre and the support they require.
In 2014 Estyn placed School A into monitoring, attendance was marked as “below expectations”. In 2017 the school was removed from monitoring with attendance making “satisfactory progress” (SDP, 2020). However, in the self-evaluation process, school A compared the behaviour data with attendance records, identifying the need to prioritise well-being issues that affect attendance.
Although self-evaluation processes were effectively conducted, school A did not involve stakeholders. School A could have organised a survey for parents, carers, and school staff to honestly respond whether they believe the school is effectively providing effective well-being provisions to meet the needs of its students. Additionally, I believe it would have benefitted the school to create an anonymous questionnaire on whether staff in the school feel they are equipped to handle well-being issues that may arise. The Welsh Government (2014) states that for SDPs to be successful, they must involve all stakeholders in the planning, this is an important tool the school did not utilise and as Allison et al. (2004) agrees the school have lost valuable information.
In the second phase of constructing an SDP, a strategic plan is developed. The areas identified for improvement through self-evaluation are placed into priorities which are broken down into strategies and actions. 
School A identified well-being as an area for development, linking attendance, communication with families and tracking behaviour believing each contributes to well-being.
In this next stage, the whole school will action the strategies whilst continually making improvements. For the whole school to feel confident in executing the plan the Welsh Government (2014) argue the importance of creating a clearly actionable SDP providing timescales, accountability and a success criteria. School A continuously evaluates their progress against the SDP with time set aside monthly for departments to meet and assess how they are meeting priorities, whilst providing feedback on their perception of well-being provisions. 
In this final stage, the school review the impact of the strategies, weighing up if and how adjustments need to be made.
The Welsh government (2014) state that school staff will be actively engaged in the alteration of the SDP creating an understanding of their commitments to implement improvement in the following year.
SDPs should be considered as live documents that are regularly monitored during the development cycle and formally reviewed and revised at least annually (The Welsh government, 2014). Again, using self-evaluation, the school must review the impact that their actions have on learner outcomes, updating the SDP accordingly.
School A have completed their second year of implementation, updating how each priority has been addressed and if it has progressed. After identifying how the school has progressed, the school will identify any areas in need of adjustments.

Reflection and Evaluation
To fulfil well-being needs the school has developed a new behaviour tracking system. The system monitors pupil wellbeing and behaviour as they move through the school sending a report automatically to parents, carers, and the well-being centre, something the previous system lacked. The wellbeing centre effectively identify learners needing interventions through this system before potential escalation. Positively the system is a whole school approach encouraging all staff to be consistent. The system creation is in response to Estyn’s 2014 report stating that staff do not consistently use the behaviour tracking system therefore the potential benefits are redundant.
However, despite the multiple benefits to this provision there is a risk that the system has categorised behaviour as either good or bad. Rather than learners being open to interventions, they may see that “bad” behaviour is punished. More positively, pupils who gain achievement points have been reported to feel a sense of achievement, considering how parents and carers will respond to seeing the achievement. Undoubtably, by the system sending behaviour feedback to the parents or carers, it keeps communication open between home and school, in particular the well-being centre, opening a dialogue where the centre can approach behaviour plans.
Another way in which the school has introduced well-being directly from the SDP is by targeting form time. The school has brought in external agencies such as a Police Liaison Officer and school nurse to teach workshops around personal safety. Each year group is targeted with information that has the potential to impact them the greatest. However, for these workshops to be engaging it would be advisable that the school outsources relatable speakers. In the most recent update of the SDP, it should be noted that the school have introduced the Military Preparation school to provide more practical opportunities to learners, creating a relatable connection.
Additionally, the school has recognised morning form time as the time to build relationships with students. As previously mentioned Maelen et al. (2018) recognises the importance in building that relationship through non-academic conversation. The time allows pupils to speak with the consistent adult they see every school morning about their well-being allowing the well-being centre to identify pupils in need of interventions before escalation. In the schools safeguarding guide, they state that their aim is to show pupils that there is at least one member of staff they can confide in.
To create a whole school approach, it could be recommended that the well-being centre provide a system where students express their concerns without the pressure of peers, for example a drop box in form rooms, secured for confidentiality.
A final way in which the school has introduced well-being directly from the SDP is by mapping the well-being needs of each pupil. 
The school have recognised the importance of keeping record of all pupils who walk through the door, as discussed previously and now use a system to effectively record all incidences.
In a conversation with the school’s Well-Being Centre (2022) they stated, “we identified vulnerable learners, speaking with parents and carers during lockdown, we believed this has helped to open communication with families, helping support well-being issues, in particular school refusers gradually returning to education.” 
The National Centre for Children and Families (2019) reported that introducing parent and carer engagement improves the well-being of learners. As the SDP is a live document, the school updated the document to express that in 2022 a bespoke provision had been set up to provide support to FSM pupils at risk of exclusion to re-engage in mainstream education. This provision involved intervention sessions and consistent communication with the parents and carers.
Despite the clear benefits of the well-being centre, where an existing department for well-being exists, schools lose focus on incorporating well-being into the whole school encouraging individual teachers to take responsibility. Considering this, for the school to enhance the positive effects of the well-being centre it is essential to bridge the gap. School A ensures all staff undertake any agreed local authority child protection training relevant to their role however regarding overall well-being there is no information to suggest how they plan to train staff, if at all. Well-being information is available in the safeguarding documents however without a system of consistent training it is not guaranteed that all staff engage with the literature resulting in a lack of confidence and ability.
In Shelemy et al. (2019) research participants suggest well-being should be dealt with like first aid training with staff trained as a holding position, not escalating the situation. If the school were to train in this way, it is possible that all staff would feel confident in their ability to support learners efficiently. 

Conclusion
I conclude that after analysing school A’s SDP, the school effectively implemented self-evaluation findings into priorities creating a development plan utilising clear and measurable actions. However, missed an opportunity to gain valuable information through lack of engagement with stakeholders. The school have evidently followed guidelines provided by both The Welsh Government and Estyn. However, with limited information available I cannot guarantee that school A has analysed all data available utilising self-evaluation to its highest potential. The school have clearly identified that to improve on well-being, communication with families is essential.
As a result of this essay, my understanding of school processes has strengthened to the point where I am confident in my awareness of SDP planning and implementing. Specifically, the focus on well-being has expanded my knowledge of how different schools facing different issues, prioritise certain issues within well-being that affect their learners. In my future practice I will ensure I familiarise myself with the school’s priorities, utilising my research to provide the best environment for learners and continuing professional development.
Thereby, in a school where responsibility of well-being is down to a person or department, I have learned that well-being is still my responsibility motivating me to gain further education on how I can be an asset to that department rather than devolve responsibility.
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