1900713		ECAD7003
		

[image: Image result for UWTSD logo]





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

Samuel Lloyd
1900713
Word Count: 2,500


Introduction
This assignment aims to critically reflect both on how a comprehensive school in the South Wales area implements the strategies of one aspect of its School Development Plan (SDP), and the ways that the impact of the implementations are measured. In accordance with the BERA guidelines, the school and any stakeholders involved within this assignment will remain anonymous; the school will be referred to as School X.  
The aspect of School X’s SDP that is to be focused on in this assignment has the objective of ‘reducing the gender gap in attainment particularly capped at 9’, as the school were experiencing an imbalance in the results and general behaviour between boys and girls. The project aims to achieve ‘outstanding pupil outcomes’ across both genders. 
School X has an intake of students aged from 11-19, and a high percentage of these students are from deprived areas and lower-income families; 38% of the pupils of whom were enrolled in the school in 2015 were from some of the most deprived areas in Wales (ESTYN, 2015). ESTYN have also stated that around 26% of students were eligible for free school meals, which is approximately 9-10% higher than the national average in Wales. 
These social factors may indicate some reasons why School X has been experiencing this issue. The Josef Rowntree Foundation (2017) stated that low income is a ‘strong predictor’ of low educational performance, where boys are more likely to receive lower results than girls. This affects boys of Bangladeshi, black African and Pakistani origin, and with ‘around a quarter’ (ESTYN, 2015) of its pupils of non-white British origin and 12% of pupils speaking English only as an additional language, School X are prone to be affected by this finding.
	 
Literature Review
	ESTYN found in 2008 that for the two decades prior, girls out-performed boys in all areas of the curriculum, most particularly in Welsh and English (ESTYN, 2008). This study ‘intensified’ the concern about the attainment gap within Wales, and the need to decrease the attainment gap thus became an important objective for most schools thereafter. ESTYN specified six main reasons why girls do better than boys in school:
· There are ‘differences in development’, as boys are more prone to problems with their literacy, and girls possess better development in social skills including cooperation, conformity, concentration and independence;
· Girls possess better attitudes to learning and pay more attention to detail within all aspects of the curriculum, especially when there is an emphasis on writing within lessons or a strong focus of sitting in silence;
· Recent curriculum and assessment changes (pre-2008) had made the focus of lessons less male-orientated and thus less interesting for boys;
· Boys tend to display worse behaviour as a result of them being more affected by negative peer pressure;
· A decline in heavy and manufacturing industries (pre-2008) had damaged aspirations of a significant minority of boys who may have been determined to enter employment as soon as possible;
· A decline in the number of male teachers had led to a decline in the amount of male role models within schools.
Despite this study being slightly outdated, the findings are still relevant today. For example, the Guardian reported on Department for Education findings in 2019 that up to the current academic year, girls continued to outperform boys in all subjects by the end of primary school (Adams, 2019). However, more global research has found that as pupils in schools get older, boys are more likely to outperform girls in STEM subjects (Legewie and DiPrete, 2014; Key and Sass, 2019; Landaud, 2020). 
It has been found in research that STEM subjects also have a positive influence on male behaviour – Legewie and DiPrete (2014, p. 277) found that behaviour improves amongst males through greater exposure of science, technology and engineering. 
With regard to behaviour in school as a whole, Gillies (2016) infers that as a result of the anxiety surrounding the greater successes of girls in secondary schools, boys are more oppressed by the disciplinary system within schools and incur harsher responses to their behaviour. This is disputed by Alam (2018), who argues that social economic class and religious background exerts a much greater influence on attainment of some pupils than gender. Alam claims that in diverse communities, British Pakistani boys, for example, of whom live in marginalised communities are ‘more likely to develop anti-school subcultures’ that ‘compensate for their lack of success in education’. 
ESTYN (2008) released a series of methods that proved up to 2008 of being effective in raising the attainment of boys, including single sex classes in English and Welsh, a vocational programme of study from Year 6 onwards, a development of mentoring schemes offering close support to certain identified pupils and consistent monitoring. ESTYN outlined that within lessons, teachers should provide a ‘brisk’ start, use ‘precise’ instructions throughout, and implement a variety of tasks, including those of a problem solving and competitive nature. Also, there should be a whole school approach involving a recognition that they can do something to raise the attainment of boys and compile data to detect under-achievement. 
There has been a debate in literature over the impact of single-sex classrooms on male attainment. Younger and Warrington (2005), in agreement with ESTYN (2008), argued that single-sex classrooms allow both genders to feel more ‘at ease’ within their respective classes. They claimed that single-sex classrooms are effective when equipped with consistent praise, the conveying of high expectations and a constant sense of challenge; these classes must also be supported by humour and informality. On the other hand, a more recent study by Paredes (2018) found that single-sex classrooms is more effective for increasing girls’ achievement than that of boys’. Perhaps, the main themes that prove effective in increasing the attainment for boys within these studies are not single-sex classrooms, but the heightened sense of competition, high expectation and sense of challenge. 
Furthermore, praise is an aspect of teaching that is highly necessary in the increase of attainment. Verbal phrase is amongst one of the top methods to improve attainment and achievement within the classroom (Hancock, 2000; Floress, 2017). Praise has been demonstrated to have a positive impact on a range of behavioural outcomes for both students in general and those with emotional and behavioural disorders; it has been observed that teacher praise is an important aspect of positive teaching environments, enhanced student-teacher relationships and an increase in ‘instruction time’ (Floress, 2017). Hancock’s (2000) study has drawn on findings of other researchers that have found for verbal praise to be effective:
· it must occur soon after the pupil behaviour;
· it must ‘specify clearly’ the behaviour being reinforced;
· it must be ‘believable’ to the pupil. 
However, Hancock also discussed the ‘pitfalls’ within the system of verbal praise. It has been found that verbal praise ‘loses its credibility’ if teachers persist to use it as their only behaviour management strategy. 

Developing an Action Point
School X, over the course of the 2019-20 academic year, have been implementing procedures in an attempt to reduce the attainment gap between boys and girls, with the overall aim of achieving ‘outstanding pupil outcomes’ across the board. The school’s strategy of achieving this aim can be split into three main factors:
· Pupil progress has been consistently monitored with an identification and close monitoring of certain pupils;
· Pupil behaviour as a whole has been tracked by the ‘Behaviour Working Party’, that filters information down into all stakeholders;
· Pupils have been consistently motivated and praised through different measures involving their parents and/or carers based on a reflection of their progress in lessons.
Firstly, School X have been able to identify certain pupils of whom had tended to not be making as much progress as their target grades would require. Through consistent data analysis both within AOLEs and measured across the entire school curriculum, staff at School X were able to identify pupils that needed extra support and close monitoring through the use of effort grades. Though this is more necessary for the school at GCSE and A-level, consistent assessment at the end of every topic for KS3 students allows for teachers to compile enough data to monitor pupils in all years in the school. This tracking occurs both within bi-weekly departmental meetings, so that all teachers within each curriculum are involved, and around end-of-topic assessment dates. Results are also tracked closely by Heads of Houses (HoHs) and staff on the Senior Leadership Team (SLT).
Simultaneously, School X have consistently tracked pupil behaviour. A ‘Behaviour Working Party’ (BWP) has been set up within the school which constantly reviews behaviour and its impact on pupil attainment. Through this system, pupils are monitored on a weekly basis. This is done through the analysis of pupil behavioural data, including that which indicates which children are being removed from class, given detentions or suspended from school. The information that the BWP gather is distributed to both HoHs and Form Tutors. This is achieved through a period of time dedicated to behaviour monitoring in each weekly staff briefing, emails containing data, in-house meetings and departmental meetings. Depending on the severity, either the HoH or Form Tutor will use the information to have a reflective talk with the pupils. To ensure consistency with this process, each inset day that the teachers have includes a period of looking over feedback from the BWP. This enables teachers, form tutors and HoHs to review their own practise and implement BWP strategies as a more collective unit. Furthermore, the information that is gathered is distributed out into key stakeholders:
· Governors are given behavioural information in their termly meetings to discuss, and are kept informed on all progress related to behaviour of the SDP;
· Parents are given information about their own children 3 times per academic year; this is through reports including their child’s ‘Progress Grades’ (PGs) and dialogue at parents evenings.
Thirdly, pupils at School X are exposed to consistent praise and/or motivation. It is important to add that this process begins within the school and continues at home, meaning that pupils can be given constant gratification or encouragement to work harder. In the classroom, teachers across the curriculum have implemented a ‘diagnostic marking scheme’, of which pupil praise and motivation is a major concept. In this scheme, teachers are able to mark all books in a class quickly, picking out key features of pupil’s work holistically and recording it all on one sheet. Pupils of whom have completed exemplary work over the recent lessons or recent assignment are praised publicly on a feedback PowerPoint, and common errors and/or misconceptions of all pupils classwork are highlighted to everyone. Pupils with work that does not meet a good standard are noted by the teacher, and their parents and/or carers may receive a phone call to explain that their child needs encouragement. As this scheme is conducted periodically, the credibility of the praise aspect is not devalued; judging from literature, the scheme should thus have a positive impact on pupil attainment. 
Following the diagnostic marking process, pupils that are to be praised are often sent a ‘praise postcard’ home - a handwritten note by the teacher explaining why the pupil deserves praise. There is not a template for this postcard, allowing the teacher to explain in their own words what the pupil has achieved. During my own placement in School X, I found writing postcards to parents a valuable way of maintaining a good relationship with both the pupil and home, as both parties were very appreciative; it is something I will take into my own future practise. I found that boys in particular would show more respect to me as their teacher, as they were able to see the reward of their attainment. However, in School X, many teachers do not seem to have the time to compose them or write them too often; both of these factors could lead to a lack in value of postcards across the curriculum. Perhaps, there could be more consistency implemented within the system from the top down. 

Reflection and Evaluation
	It is firstly important to mention that due to the current climate, the impact of the implementation of all strategies is difficult to measure. Pupils, staff and governors are not in school to be exposed to the measures set out by the SDP. Furthermore, this objective of the SDP was to be a process that was carried out over the course of an academic year, for its success to be measured after the end of the summer term, meaning that the strategies would have had a further 3 months of implementation before they were measured in enough depth to label them as a success or failure. As can be seen by fig.1, the area of the SDP in question has been labelled as ‘Green 2’ by the school, meaning that all processes are in place and the school are awaiting the official data. 
	In School X, the History department take a different approach to meeting the objective of this part of the SDP:
“As a department we try not to particularly appeal to boys or girls, we are a fully inclusive subject and aim to appeal to all pupils equally through a range of tasks and activities in lessons. Any teacher who particularly wants to always appeal to either boys or girls is doing 50% of any class a disservice. If you look at our results by the time the pupils get to GCSE there is very little difference between the overall achievement between the boys and the girls.” 
			       - A teacher in the History department at School X.
	This suggests that the gap in attainment between genders may be easier to decrease in subjects such as history, as there are a range of topics that may interest either gender.

Conclusion
	In summary, School X have implemented systems with a view of decreasing the gender gap in attainment throughout their curriculum. Despite the fact that the gender gap is less evident in subjects such as history, School X is prone to such factors as a result of a large proportion of its students coming from deprived communities. Furthermore, with School X’s focus being on increasing the attainment of boys, literature has argued that the large community of male students from Bangladeshi, Pakistani and African origin may have played a part in the initial attainment gap. 	
	Apart from an emphasis on praise and motivation, of which is positively reinforced by several scholars, School X’s implemented systems to combat the gender gap have been mainly concerned with the tracking of pupil data, in relation to assessment grades, effort grades and behaviour. Despite these aspects being crucial to any SDP, the school could implement more in-class strategies. Literature has found that, for example, the decrease of male-orientated lesson focuses have been a factor in creating a gender gap in attainment. Perhaps, School X could implement more aspects to their lessons and curriculum that are more appealing to boys, whether in single-sex classrooms or not. This may include an increase in the sense of competition within all lessons, less emphasis on listening and writing, more problem solving-based activities, and more lessons that incorporate more exposure to content like science, technology and engineering. 
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