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Investigating Contemporary Issues in Secondary Education
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This report will focus on the relationship between literacy and poverty in a school in South Wales. This school has merged with a local primary school to form a new ‘super school’ at the end of last year. The new amalgamated school has little to no data; therefore this report will use the data from the previous secondary school, referred to throughout as ‘School A’. The new ‘super school’ will be referred to as ‘School B’. The measure of relative poverty highlighted in this report will be the rate of students receiving free school meals (e-FSM). It has been portrayed by David Egan that the closure of industries in Wales has ‘shone a bright light’ onto the state of education amongst Wales’ deprived youth (Egan, 2013). He highlights that when employment was fruitful in the nation, that   attainment in poverty may have been ‘acceptable’, however, this is no longer the case (Egan, 2013). Further research has shown a direct correlation between lower levels of literacy, and students receiving FSM as a worldwide phenomenon in addition to being prevalent within Wales (Comber; 2014, Nieuwenhuis, 2018). American research has highlighted that children from lower income families heard on average thirty two million words less compared with their affluent peers (Hart and Risley, 2003). This ‘vocabulary gap’ between children based on their socio-economic status begins in infancy, and said ‘gap’ appears to limit the vocabulary students can access later on in their life (Quigley, 2018). The ‘British Cohort Study’ has highlighted that students who displayed ‘restricted vocabulary’ at five years old, were likely to be poor readers at thirty years old (Quigley, 2018). This study displays the importance of literacy for life skills and the future of youth. The magnitude of the vocabulary gap, with specific reference to deprived children indicates the importance of literacy in light of FSM.  
The background for illustrating literacy in relation to those pupils receiving FSM arises firstly from the results of the 2009 Programme for International Student Assessment (PISA) results published in 2010. These scores highlighted Wales as the lowest performing nation within the United Kingdom (UK) in all three areas (Dauncey, 2013). These areas were numeracy, literacy, and science. In reading, Wales scored an average of 476 whereas it’s other British counterparts scored an average of 493 (Dauncey, 2013). The next set of PISA scores, in which the Welsh government envisioned Wales as one of the top twenty scorers, were released in 2016 again placed Wales below its British counterparts. Reading scores in Wales remained similar with a score of 477, whilst the British average rose to 498 (PISA, 2015). The PISA report published in 2016 displayed that 21% of Welsh pupils do not achieve the baseline level in reading (PISA, 2015). Interestingly, the PISA results allocate a mere 6% of variation in outcome for Wales due to socio-economic status compared with its British peers receiving 11% variation (PISA, 2015). This figure is surprising, as in 2015 when the PISA tests were taken, 17.3% of students in Wales were eligible for FSM (Statistics for Wales, 2016). 
As previously mentioned, due to the fact that School B is a new school and has been open for less than six months it has little to no data. The lack of a school improvement plan (SIP) for School B has the potential to be troublesome as the transition from a traditional secondary setting to a school encompassing ages three to sixteen, comes with new challenges which should be addressed in a school wide improvement plan, unifying both the primary and secondary phases of School B. Nevertheless, in place of a SIP for School B, the priorities for the SIP for School A for 2017-2018 will be used as a substitute, as there was not a full SIP available (Appendix 1). The SIP for School A focuses on three main areas of improvement; these are described as the school’s priorities for this year. These areas are ‘to improve the quality of pupils’ writing’, ‘to improve pupils’ numeracy skills’, and finally to ‘increase pupils resilience towards learning’ (Appendix 1). Each of these priorities were broken down into areas in which each respective department within the school could address these priorities throughout their lesson time. Whilst each of these areas were given priority status by the SIP, the weighting of what needs to improve, and how these areas can be improved are heavily imbalanced. The improvement on pupils’ numeracy skills is given the most focus in the SIP, whereas the increase of pupils’ resilience towards learning is given the least. 
In order to improve the quality of pupils’ writing in School A, the SIP highlights eleven areas of improvement. These areas within this priority focus on the accurate use of subject specific vocabulary, grammar, punctuation and detail. In addition to this, the improvement plan demonstrates an extra area of improvement as extended writing and the development of ‘writing quickly – without compromising accuracy’ (Appendix 1). In order to develop these skills, the SIP has seven recommendations to be applied within School A. These recommendations involve increasing the amount of timed and written tasks within a lesson; these tasks should be varied, in that they are for a different audience, and include different time limits (Appendix 1). It also relies heavily on the use of ‘How to’ guides created by School A, and the use of the Literacy and Numeracy Framework (LNF). Whilst the improvement plan highlights a number of areas for improvement within said priority, it can be stipulated that the use of ‘How to’ guides may neglect a lower ability learner, if their reading age is below their chronological age. Donaldson’s Successful Futures report commends the use of the LNF in schools, and recommends that this aspect be retained and represented fully in the new curriculum (Donaldson, 2015)
The second, and by far the largest priority set by School A is to improve on pupils’ numeracy skills. This priority focuses on mainly key stage three skills, and the use of a calculator (Appendix 1). Interestingly, the SIP references accurate marking of numeracy in feedback given to pupils (Appendix 1). The SIP references eleven areas for improvement for numeracy, and gives ten suggestions for enhancement. Similarly to the first priority, it references the use of the LNF and ‘How to’ guides, and also giving students extra time to check calculations and ensuring all learners can use a calculator (Appendix 1). Finally, the plan suggests that extra directed improvement and reflection time (DIRT) should be allocated in lessons (Appendix 1). It is noted that addressing these concerns could be done at ease in lessons such as Mathematics or Science; however implementing these measures in a Humanities subject for example, may require extra planning and time. 
Finally, the smallest of the priorities allocated by School A, is to increase pupils’ resilience towards learning. School A defines the areas for improvement for this priority as involving more independent tasks, a greater willingness to attempt new tasks and better positivity towards learning (Appendix 1). School A suggests that in order to achieve better resilience toward learning, respective subjects should use scaffolding effectively and the developing of mindfulness, with support and counselling (Appendix 1). Some of these areas of improvement can easily be transferred to the classroom environment, whereas others appear to highlight the mental wellbeing of a pupil, it therefore raises the issue of how can advancement in this field be measured. 
It can be noted that the SIP for School A is a reflection of some of the recommendations and comments made by the Estyn report in 2014 (Appendix 2). Whilst this Estyn report is almost outdated, as the newly formed School B will be due for an inspection in 2019, it remains the basis for comparison with School A’s improvement plan as the Estyn inspection was conducted in School A. The SIP highlights improving on the quality of pupils’ writing as one of its three top priorities (Appendix 1). This is likely to have been in response to the Estyn report in which, one of its main recommendations to School A was to ‘increase opportunities for all pupils to develop their extended writing and numeracy skills across the curriculum’ (Appendix 2). This was the second recommendation from Estyn, indicating its urgency on the agenda for School A. It is possible that this could be in reference to the correlation between students receiving FSM and having lower levels of literacy, or exposure to advanced vocabulary; an issue which the school appears to be trying to address (Hart and Risley, 2003; Quigley, 2018). 
Furthermore, the Estyn report illustrates that the gap between attainment and pupils on FSM and those who are not eligible for FSM is ‘significantly smaller’ than the gap in similar schools (Appendix 2). Whilst this is an achievement for School A, it still indicates that there remains a gap between FSM pupils’ and non-FSM pupils’ attainment. The Estyn report pinpoints the rate of FSM students on roll as being 21% - higher than the then-Welsh average of 17.7% (Appendix 2). This has altered slightly for School A, whose most recent figures show an FSM rate of 18.8% compared with a Welsh average of 16.6% (MyLocalSchool, 2018). Although these figures appear to have dropped, it should be noted that a number of factors could see the rate of FSM rise. For example, the creation of School B is likely to see an increase because the primary school that merged with School A, had an FSM rate of 33.1% (MyLocalSchool, 2018). Moreover, the closure of an additional secondary school close to the site of School B, and the growth of FSM rates within the primary schools that will now feed into School B, suggests that the FSM percentage for School B is set to rise further, indicating the importance of targeting literacy in e-FSM learners.
In improving the literacy of students who are e-FSM, strategic planning acts as the nucleus for any measures put into place by schools. Strategic planning is defined as an approach to implement a new idea or focus, in order to receive a changed result (Bell, 2002). The further significance of strategic planning within a school environment can be shown through this statement from Camille Rutherford: ‘Those who plan to learn must learn to plan’ (Rutherford, 2009, p.1). This statement shows the gravitas of which strategic planning holds, in other words, strategic planning has become fundamental in securing improvement in schools. Strategic planning for success can be done in a number of ways. The Education Consulting Research Analysis Group (ECRA Group) highlights a difference between school planning and strategic planning. The ECRA Group shows school planning as an opportunity for a school to conduct an internal analysis for the future based on the data received during an academic year (ECRA Group, 2015). Strategic planning is shown as a separate entity to school planning which encompasses a range of factors that school planning does not. Strategic planning incorporates both the internal and external environment, qualitative and quantitative information and also considers the next step needed to complete the desired outcome (ECRA Group, 2015). The ECRA group indicates that strategic planning notes the practical methods in achieving the overall goal, this includes funding and the consistent monitoring of the methods used to achieve success (ECRA Group, 2015).
Rutherford recognises that planned change prevails over an unexpected change or a poorly implemented change (Rutherford, 2009). The importance that Rutherford allocates to strategic planning is based upon strategic planning theory (Rutherford, 2009). Rutherford supports the view of John Bryson who is in favour of strategic planning in schools. Rutherford and Bryson agree that strategic planning has three main phases; ‘initiation, implementation, and institutionalisation’ (Rutherford, 2009; Bryson, 2004). Bryson highlights the range of benefits that strategic planning can bring to an organisation, as the rationale for his support (Bryson, 2004). Bryson indicates that the application of strategic planning can lead to the ‘promotion of strategic thinking, acting and learning’ (Bryson, 2004, p.11). This a major benefit to a school, as the promotion of strategy can alter the way in which it functions. The promotion of strategy in all areas of school life is likely to filter down throughout and lead to a better functioning school as a whole. Furthermore, Bryson identifies alternative benefits to strategic planning. These alternative benefits, are the development of better decision making, and the organisation developing further (Bryson, 2004). Strategic planning is likely to help enhance decision making, as it encompasses a range of information, in order to develop coherent decisions to secure a methodology for success (Bryson, 2004). Finally, the integration of strategy throughout an entire school environment with logical and informed decision making, helps to contribute to the overall improvement of a school. 
Les Bell has argued that a strategic plan in a school is usually derived from policy or other external factors (Bell, 2002). Rutherford, supports Bell’s notion that strategic plan is often the result of policy change, however, Rutherford notes that changes in policy appear simple to enact, yet in practice, alterations do not follow as smoothly as the policy change (Rutherford, 2009). Bell highlights that planning within schools takes ‘at least four different forms’, whilst stressing the strategic importance of each form maintaining a separate emphasis. Bell proposes an interesting concept, in that strategic planning in schools takes multiple forms. The 2014 Estyn report for School A, stated that the school’s improvement plan back then had ‘too many’ priorities. This notion indicates that multiple priorities could not be given equal weighting, and even recognised as a ‘priority’ if there are too many (Appendix 2). Therefore this statement from Bell illustrating that four separate yet entirely different forms of strategic planning exist as common practice in British schools, appears to contradict the comments derived from the Estyn report. 
The literature surrounding the link between the levels of literacy and e-FSM pupils is extensive and diverse. The literature on this topic is obtained from communities across the globe, each with their own method and ideas on how to combat this mass phenomenon. The fact that there is literature on this topic from outside of the UK, indicates that this issue does not solely affect Wales and it’s British counterparts; but also effects deprived communities  across the world. There is a clear, and well researched correlation between lower levels of literacy and students who are e-FSM.
The consensus in raising the attainment of pupils’ on FSM has focused largely on raising their aspirations. David Egan has noted the Welsh Government strategies which have been implemented in recent years in order to raise aspirations and ensure that recipients of FSM are left behind. Egan notes the Flying Start pre-school scheme, the Families First programme, and the Communities First programme (Egan, 2013). Egan indicates that the reasoning behind these schemes, was to ‘close the gap’ between disadvantaged children and their more affluent peers as soon as possible (Egan, 2013). Egan notes further, that Wales receives considerable funding from the European Social Fund (ESF) which has a specific goal of raising attainment in disadvantaged communities, and raising aspirations for the recipients of FSM (Egan, 2013). Egan’s summary highlights two key points. Firstly, a main priority for the Welsh government is to raise attainment and literacy between e-FSM pupils, and non-FSM pupils, and this is done through preventative measures. Moreover, the correlating aim of many of these measures, is to raise aspirations in low-income households. The goal of raising aspirations and providing motivation to less-privileged students remains consistent within secondary schools across Wales (Egan, 2012). Cummings et al, take issue with the notion of raising aspirations being the sole solution to poverty and attainment (Cummings et al, 2012). Cummings et al illuminate that the raising of aspirations in some communities is unrealistic based on the opportunities that are available to some of these children (Cummings et al, 2012). Cummings et al, state that educators should instead look at the opportunities available to these students, and promote these as a way of changing aspirations rather than advocating a path that may be unattainable (Cummings et al, 2012). Cummings et al found that low income families had high aspirations for their children, yet there was evidence that teachers tended to underestimate the aspirations of children receiving FSM (Cummings et al, 2012). 
Egan references two methods of improving literacy in FSM children. The first of which being school-based intervention, and the second of which being home-based intervention (Egan, 2013). The literature surrounding the topic overwhelmingly has portrayed school-based interventions as being the most effective, and the intervention which has seen the most implementation (Comber, 2014). This is beginning to change however, as more research is being conducted into home-based interventions. Much of the literature, is now beginning to see the ideal intervention in raising attainment in poverty, as being a combination between interventions in the school environment and at home. Interventions within the school are widely promoted. Comber and Barnett, suggest several practices to improve literacy amongst the disadvantaged. Out of these initiatives, one is referenced to involved an enhanced parental role in literacy, yet the remainder are classroom based (Comber and Barnett, 2003). The heavy weighting of school-based initiatives compared with home-based suggests that the improvement of literacy is the task of the teacher; rather than a joint venture.  In Comber’s later publications, she reinforces the significance of school-based interventions. Comber stresses the importance of the school environment for e-FSM learners. Comber focuses the school environment as being the crux of attainment in poverty, as it effects both the aspirations of students, in addition to their perceptions of education (Comber, 2014). Comber recognises that the quality of disadvantaged children’s achievement was affected by the quality of school instruction (Comber, 2014). Nieuwenhuis, also references to the learning environment as being an important factor for attainment in literacy for FSM recipients. Nieuwenhuis, references the lack of positive role models and the ‘presence’ of other students who appear to come from ‘low-educated families’ (Nieuwenhuis, 2018, p87). This statement is both sweeping and thought-provoking, in that the mere presence of lower educated peers, in addition to lacking of a role model is enough to discourage a prospective student. If Nieuwenhuis’ statement is to be accepted, it would corroborate Cummings et al’s stance, that it is the teachers who are underestimating e-FSM students’ aspirations and abilities (Nieuwenhuis, 2018; Cummings et al; 2012) 
In contrast to school-based interventions, there is some evidence on home-based interventions. The literature surrounding interventions stemming from the home is limited, yet some interesting comments and recommendations have been made by authors and researchers. The first of these comes from Professor Becky Francis, and Professor Merryn Hutchings, who display the idea of using vouchers to enable parents of e-FSM students to provide extra lessons and activities to boost their literacy (Francis and Hutchings, 2013). The implementation of this measure would likely result in greater involvement of families in children’s education. Francis and Merryn indicate that the key to reducing educational inequality is to fully utilise the talents and abilities of all children, whether they are e-FSM or not (Francis and Hutchings, 2013). David Egan highlights that there have been recent efforts in the South Wales Valleys to improve engagement with education amongst families as a whole, an effort such as offering vouchers for extra lessons could be a way to develop this idea further (Egan, 2012). Egan recognises a further home-based strategy within several of his case studies in Welsh schools. Egan highlights that several schools focused on developing the confidence of parents by offering them classes to help to enhance their basic skills, in order to play bigger role in their children’s learning; notably their skills in literacy (Egan, 2012). This measure is already in place at a secondary school in Cardiff, which has been recognised as an example of good practice by Estyn. Said secondary school aims to involve and build lasting relationships with the parents (Estyn, 2013). The school has a 37% rate of e-FSM children, and integrating the parents into pupils’ learning allows the school to break down any barriers to achieving full potential; this would include accessing the curriculum through literacy improvement (Estyn 2013).  
The most recent Estyn report available from School A states that the gap between e-FSM students and non-FSM students attainment is lower than similar schools in the area. Whilst it should be recognised as an achievement that School A has a small gap in attainment, the fact remains that there is still an existing gap (Appendix 2). Furthermore, The LNF guide provided by School A shines a harsh light onto the reality of literacy and reading in School A (Appendix 3). Said document, indicates that a minimum of 44% of pupils at School A, in years seven, eight and nine have a reading age of over one year below their chronological age (Appendix 3). This peaks during year eight, where 50% of learners have a reading age significantly lower than their chronological age (Appendix 3). Ken Reid states that it is often the case to have students arrive into year seven having a reading age below their chronological age (Reid, 2011). This statement is corroborated by the data received from School A, which illustrates that the average reading age for a student entering year seven is ten years and nine months, three months below their chronological age. Reid indicates that the problem of entering year seven with a lower reading age, is a common occurrence, affecting over 30% of eleven year olds in Wales (Reid, 2011). The fact that a low reading age affects almost half of key stage three students at School A, yet said school’s rate of FSM is around 18% indicates that literacy issues, whilst affecting e-FSM students, are not solely confined to these pupils. These figures are startling and require interventions to raise reading ages. By year nine, students are beginning to prepare for their GCSEs the following year; if they have a reading age which is over a year below their chronological age, this could provide some serious issues into how these learners access the curriculum. 
The data this report was conducted upon is School A, however, my experience lies directly with School B, and thus, its responses and recommendations will be made toward School B rather than School A. Firstly, a recent measure which has been implemented in School B, is ensuring that all FSM children receive a free school breakfast. The free school breakfast scheme for these pupils’ was the result of staff raised concerns, after conversing with students.  The consumption of a well-balanced breakfast before the beginning of the school day has a multitude of benefits. Sally Grantham-McGregor, highlights that relief from hunger for students leads to better behaviour, and an improvement in memory; indicating the increased likelihood for better learning (Grantham-McGregor, 2005). Furthermore, Grantham-McGregor illustrates a variety of studies, which give further gravitas to her stance. She displays that eating a breakfast before school improves cognition, however the amount of enhancement varies on nutrition (Grantham-McGregor, 2005). The free school breakfasts scheme has been in place since 2004 for Welsh primary schools (Welsh Government, 2015). The introduction of free school breakfasts, therefore portrays School B as forward thinking and robust.
As a measure to improve literacy, School B has introduced the idea of student ‘literacy ambassadors’ (Appendix 3). These ambassadors, aim to assist the development of literacy tasks in form time and they receive special training to help their class with literacy activities (Appendix 3). These students are selected based on their accelerated reading scores; the LNF guide provided by School A (but is implemented fully within School B) stressed that they were not selected because they were the ‘most able’ but instead because they have read over and above their reading targets, and can therefore provide the best assistance (Appendix 3). The introduction of ‘literacy ambassadors’ has seen the promotion of literacy tasks as a form time exercise, in addition to the advocation of students completing their reading targets. The ‘literacy ambassadors’ enthuse the class by highlighting the rewards and activities they can participate in for completing their targets. Keith Topping, illustrates that the use of peer learning can generally yield high results and is a popular strategy for schools as it is extremely cost effective (Topping, 2005).
The introduction of extra-curricular activities in certain subject areas has acted as a strategy to improve literacy in addition to subject knowledge. Due to the fact that School A was spilt into two separate sites, which required teachers to travel in break, lunchtimes and after school meant that the possibility of an extra-curricular subject club was impossible. Now that School B is unified on one site there has been a surge in clubs. These clubs have a wide  range from improving subject knowledge to improving writing techniques both of which have an effect on literacy. So far, the uptake in attendance in these clubs has been generally positive and widespread, indicating their popularity as a possible increase in better literacy in School B. Carl Cullinane and Rebecca Montacute indicate that pupils from deprived areas are less likely to take part in extra-curricular activities; they place a figure of around half of students receiving FSM actively taking part (Cullinane and Montacute, 2017). They further illustrate that schools who have a higher proportion of learners on FSM, offer less activities than schools who have a lower proportion of FSM learners (Cullinane and Montacute, 2017). This is an interesting conclusion, as School A had a rate of students receiving FSM consistently higher than the Welsh average, yet has begun to introduce a vast range of activities under School B.
The introduction of new measures to achieve better success, has been well received and whilst there is progress being made, there is still room for further improvement for School B.  ‘Literacy ambassadors’ and the reward scheme enthuses learners, however key stage three pupils appear to be making repeated spelling and grammar mistakes in their classwork. This will hopefully begin to improve once each form time activity is completed, as every few weeks a new area of literacy is targeted. Furthermore, it should be noted that the use of ‘literacy ambassadors’ and the reward programme is available to year seven and eight only. This is surprising, as it appears that year nine and above could also do with some assistance in improving areas of literacy further. 
The use and promotion of extra-curricular clubs and activities is a fairly new initiative for School B. The improvement of literacy largely arises as a by-product of subject clubs, with the exception of the activities run by the English department. The implementation of literacy specific activities as an extra-curricular initiative, would offer a multitude of benefits for students. These desired benefits include better grammar, punctuation, spelling and the use of extended vocabulary. The use of extended vocabulary is not an area covered in form time, and thus illustrate that the extra-curricular activities offered, and promoted by School B, are only scratching the surface at present. 
Finally, the provision of free school breakfasts in School B, was never implemented in School A. The introduction of free school breakfast, was so recent that its effect in School B is difficult to measure. The desired by-product of this scheme for e-FSM students, is to improve nutrition, engagement with lessons and behaviour during the first lessons of the day. Numerous pieces of evidence support these claims, and I am hopeful that these results are replicated for School B. 
School B has applied a number of school based interventions in order to develop literacy in e-FSM students, and those who do not receive FSM respectively (Egan, 2013; Comber and Barnett, 2014). These school based interventions reflect the work of Egan, in that, the introduction of activities outside of traditional school hours, can be viewed as an attempt to raise aspirations in addition to raising literacy (Egan, 2013). School B promotes the aspirations of its learners further, by producing a wide range of options for when they leave school. This initiative indicates the raising of aspirations, by showing students that they can all achieve commendable goals, regardless of their families socio-economic status. School B advocates all goals as attainable to each of its students, and therefore works against the viewpoint of Cummings et al, who believe that this path could discourage learners if said opportunities are unavailable to them (Cummings et al, 2012). 
Additionally, the opening of School B on the new site and the cessation in operations at School A can be illustrated clearly as an improvement to the school environment. Comber indicates the school environment as the crux to deprived learners’ experience (Comber, 2014). The new school site, has ensured that learners have bigger classrooms to suit their class size, and a wider area outside. This is in contrast to School A, whose classrooms were cramped in addition to a very small outside space, in both sites respectively. 
Moreover, the provision of clubs as an extra-curricular activity is a new introduction to School B. Cullinane and Montacute, show that 78% of teachers indicate that there are volunteering programmes available at their respective schools, however they report that only 8% of learners take part (Cullinane and Montacute, 2017). This is in contrast to School B who does not offer a volunteering programme to either e-FSM to non e-FSM students. The application of such volunteering schemes as a means for extra-curricular activities, could be portrayed as a move to raise aspirations in e-FSM learners, who could develop a skill that may be useful to them in securing employment after they leave school, a key driver behind many Welsh government schemes (Egan, 2012). Finally, School B does not have a shared school / home collaboration scheme to focus on the literacy and attainment of learners receiving FSM. 
In order to drive initiative further, School B should incorporate the recommendations given in this report. Firstly, in order to raise literacy in e-FSM students, School B should involve the parents and families of these students in their education. Too often, the only interaction a parent and teacher will have is at a parents evening or during a phone call home, usually resulting in negative consequences. If both a school-based, and home-based intervention takes place in conjunction with the other, a student’s literacy level will improve, because they are receiving support and encouragement in all areas of their life (Egan 2013). In order for this result to be achieved however, School B needs to develop meaningful and positive relationships with the parents of its learners in order for this strategy to be able to have any sort of success.
Finally, the introduction of extra-curricular activities has been an excellent starting point for School B, yet I am an confident that this can be developed further to offer a full, comprehensive menu of after school activities. My recommendation is derived from the findings of Cullinane and Montacute, who advocate the a debate club for e-FSM students (Cullinane and Montacute, 2017). The administration of a debate club would provide substantial gains for the e-FSM learners at School B. Firstly, in order to take part within a debate club, learners would have to research and construct a coherent argument in their favour; in doing this, it would better their literacy through extended writing, an area that required development in the Estyn inspection of School A (Appendix 2). Finally, the introduction of e-FSM within a debate club, would raise their aspirations long term. This is because, if these students are continually piecing together valid, reasoned and respectful arguments, this is likely to boost their achievements in subjects which rely on this skill, notably Humanities and English. With a sense of attainment under their belts, it is plausible to suggest a raise in aspirations.
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