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Investigating Contemporary Issues in Secondary Education
Improving Literacy: 
A Report to the Board of Governors

READING THE CONTEXT
Literacy has increased both globally and as a concept, its teaching having grown during the Industrial Revolution as a valued skill, to its now being regarded by recent research (within the last two decades) ‘as social practice’: encompassing literacy’s plurality and diversity in different contexts (Rassool, 2009, 7; Lent, 2016, 4; UNESCO, 2017, 12-14). Such appreciation of different literacies in different contexts, is significant both at a macro historical and micro contemporary level. UNESCO’s (2017, 39) warning about transfering literacy (especially when ideologically associated) without considering that pre-existing, is echoed throughout History. The most marked local example being the, so-called, Treachery of the Blue Books. A controversy sparked following English commissioners’ degradation of the Welsh Language, in their report on education in Wales, as one that ‘keeps [Welshmen] under the hatches, being one in which he can neither acquire or communicate the necessary information [...] while all the world about him is English’ (Lingen, 1847, 3). Likewise contemporary research highlights how the pluarlity of literacy contexts create extra difficulties for literacy development, since a learner must then manage ‘the differently situated expectations of school literacies and the literacies they encounter in the home and in their out-of-schoolworlds’ (Myhill & Fisher, 2010, 1). When it comes to thinking about ways of developing and improving literacy therefore, whether at a macro (educational policy) or micro (individual learner) level, the particular contexts are all important. For the purpose of this Report there are two significant contexts to be considered: literacy in Wales; and in our School.
CONTEXT: LITERACY IN WALES
In 2008 the ‘skills of oracy, reading, writing and wider communication’ were banded under ‘Developing Communication’ as one of four ‘Skills across the curriculum’ in the National Curriculum for Wales (Welsh Government, 2008, 6-7). However Estyn (2012) reported that the (albeit non-statutory) Skills Framework of 2008 had proven insufficient in inspiring schools to embed the skills effectively across the curriculum (National Assembly for Wales, 2013, 1). Estyn’s (2012) Report together with the political fallout caused by the 2010 publication of Wales’ fallen 2009 reading, maths and science results in the Programme for International Student Assessment (PISA), occassioned a wave of changes in Education (National Assembly for Wales, 2013, 6; Egan, 2017, 4). On February 2011, Welsh Education Minister Leighton Andrews (2011) unveiled his twenty-point action plan for reforming Welsh education. Underlying the twenty points however lay three principle concerns for Andrews: ‘We are reforming the system to achieve the three priorities of improving levels of literacy, numeracy and reducing the impact of deprivation on these’ (Welsh Government, 2012). Both this focus and its consequences are directly relevant to this Report on improving literacy in our School. The process of reform produced a large range of initiatives as well as inciting a far greater ‘emphasis on perfomativity and accountability’ (Egan, 2017, 4). For literacy this included the introduction of National Reading Tests (NRT) to monitor learners’ progress as well as their school’s. Another significant legacy from this time, which still contributes to our School’s strategic planning process today, was the creation of Regional Education Consortia to promote and share regional best practice and support schools based on their (categorised) need. Yet, performance iniatives and their accountability measures had grown to such an extent that Graham Donaldson’s (2015) review found:
The curriculum [in Wales] has become overloaded, complicated and, in parts, outdated. Assessment arrangements are not making the contribution they should to improving learning. The ability of schools and teachers to respond to rapidly changing needs is constrained (Donaldson, 2015, 10-11).
This passage is quoted here at length because it illustrates precisely this Report’s initial proposition, about the importance of appreciating specific contexts when strategic planning. Here this failure led to a host of measures and initiaves being introduced from the top down, indifferent to differing local contexts and in such a way as applied pressure on Schools whilst stifling their ability to effectively respond. However, some effective initiatives were salvaged and incorporated into Donaldson’s final report and recommendations, namley the Literacy and Numeracy Framework (LNF) (Donaldson, 2015, 40-1, 108). Concieved in 2011, the LNF was completed in 2013 and became a statutory curriculum requirement from September that year (Welsh Government, 2013, 2). Thus, in the same year that the English education inspectorate Ofsted (2013) published its report on the need to improve literacy as a shared responsibity, the Welsh Government launched the LNF with the aim to: ‘help teachers of all subjects to identify and provide opportunities for learners to apply literacy and numeracy across the curriculum’ (Welsh Government, 2013, 4). Its model for illustrating ‘annual national expectations’ to ‘help detirmine learner progress in literacy and numeracy’ (Welsh Government, 2013, 4) was apprecaieted by Donaldson (2015, 108) as a valuable tool for teachers, and therefore ‘should be represented in the revised curriculum’ to establish and develop literacy and numeracy cross-curricularly.
CONTEXT: LITERACY IN OUR SCHOOL
Our School’s journey during this time has been no less eventful, and just as encouraging. In 2011 the School was reorganised, the transition set us back, but once the dust settled we were in a good position to rebuild our capacity and engage with the new curriculum outlined by Donaldson (2015). The School’s context will be set forth here because it is important for understanding and informing what Camille Rutherford (2009, 1-3) calls the ‘initiation phase’ of effective strategic planning in education, and a school’s successful identification of a planning model that meshes with its culture and environment.
Since the School’s reorganisation in 2011, our number of learners eligible for free school meals (EFSM) have been consistently 6-8 per cent above both the Welsh and our local authority’s averages (Welsh Government, 2018). At last report, 2018, 24.8 per cent (almost a quarter) of the 1,059 secondary learners on roll were EFSM (Welsh Government, 2018). This together with the knowledge that in 2015 34 per cent (a third) of our learners were living within the 20 per cent most deprieved areas in Wales (Estyn, 2015, 1), paints a picture of the community of which we are part and some of the tough economic realities some off our learners face. One noted result of these community circumstances is that many learners arrive with ‘serious dicrepencies’ in their literacy and numeracy, these include a number of learners who have a non-functioning or a significanctly lower than actual reading age (Literacy Coordinator, 2018). Our responsibility to our learners, these in particular, fell short during the years following the reorganisation, Estyn (2015, 2) reported: ‘The majority of pupils have weak literacy skills and do not develop these skills well enough across the curriculum’ and ‘Strategies to develop pupils’ literacy and numeracy skills across the curriculum are not co-ordinated or planned well enough’. The School, not just literacy provision, was found wanting. Yet the state of literacy was reflected by its inclusion in Estyn’s (2015, 3) top recommendation for improvement: ‘Raise standards, particularly in key stage 4 and improve pupils’ literacy and numeracy skills’. In the years since then, a concerted effort has beeb made and literacy and numeracy in the School have done just that, progress which was also reported by Estyn (2017, 1-2) on their return. In going into the future, we are anxious as a School to ensure we continue to progress and our learners’ literacy continues to develop.


SCHOOL STRATEGIC PLANNING
Since it was the education inspectorate’s findings and recommendations (Estyn, 2015) which provided ‘a clear mandate for change’ three years ago, it is only natural that to find that Estyn continues to influence and inform the School’s planning despite the success of changes made thus far. One example of this influence is found in the School’s strategic planning. The School Improvement Plan (SIP) (Appendix 1) has been practically organised under five ‘Strategic Intents’: (1) ‘Standards’; (2) ‘Wellbeing/Attitudes to Learning’; (3) ‘Teaching/Learning Experiences’; (4) ‘Care ‘Support and Guidance’; (5) ‘Leadership and Management’. These five intents (and the priorities compring each) are deliberately identical with the five ‘Inspection Areas’ (and the ‘Aspects’ comprising each) of the common inspection framework which Estyn introduced from September 2017 (Estyn, 2018a). The School Improvement Plan’s utility of the same framework as the
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inspectorate indicates how we as a School have aligned our areas of focus with Estyn’s own. Thus having set our planning on the same rails, our progress along them is now dependant upon us and our pursuit of further improvement and attaining excellence.
If the terms of reference (framework) have been informed by Estyn, the targets contained within each priority have been detrimined by the School. The School Improvement Plan, whilst including three year targets, is also a working document which is subject to review and amendment as deemed necessary during the course of each year. The targets, which feature in this document, have been identified as a result of deeper and broader processes of evaluation at work within the School. Whilst styled as the School’s ‘self-evaluation cycle’, this is in fact represents a number of independantly conducted simultaenous self-evaluations conducted within each of the different departments and six pastoral colleges which make up the School. Further to which are additional internal inputs from the learners themselves (learner voice and School Council) and the Senior Leadership Team, as well any external inputs and influences from our Governors, the local authority, regional consortium and Welsh Government. 
This wide-reaching involvement is truly inspiring besides being also good practice for strategic planning, since a ‘failure to involve all stakeholders can drastically skew the results’ (Rutherford, 2009, 3). Here, valuing different perspectives and types of knowledge helps better identify and more accurately understand problems within the School as an organisation, a crucial first step in an effective strategic planning process (Rutherford, 2009, 3; Schwartz, 2018). The inclusion of learners in the evaluation process in particularly to be commended in the School, as their input is not tokenistic but adds a hugely valuable insight into identifying and understanding problems from their perspective. The benefits of including learners’ perpectives can already been seen in a growing volume of literacy research which utilses this approach, as one such study related: this ‘provided rich descriptions of children’s own literacy experiences and generated data that is not easily accessible to adults’ (Kellet & Dar, 2007, vii; Hamilton & Jones, 2016; Watson, 2017). Although Mary Kellet and Aqsa Dar’s (2007) study is based on a small-scale project, their rationale is nonetheless sound, learners see things differently and even identify issues that adults would/ can not. This approach can balance and even nuance areas highlighted by a traditional focus on teachers’ views alone (Lewis & Wray, 1999; Moreau, 2014; Hamilton & Jones, 2016; Watson, 2017). Yet learners’ involvement in the School’s self-evaluation process is also important because it helps promote a sense of investment and responsibility as members of the School community. By giving our 1,214 learners (including the Sixth Form) these opportunities to feedback shows learners that their views are valued and can identify with our School’s motto.
[bookmark: _GoBack]Recommendation 1: Develop more inclusive opportuntities FOR gathering feedback from ALL stakeholders, especially learners and non-teaching staff, to help understand problems (like literacy) more fully. 
Whereas learners are engaged in the evaluation process through learner voice surveys in form-time and their council representatives, the different departments within the School annually produce a Departmental Self-Evaluation Report (DER). In this document the Head of Department self-evaluates their Department’s progress against the five intents, various priorities and targets set in the SIP. Such feedback from all departments is (along with other feedback and inputs) compiled, interpreted and used to update the SIP. Once this has been done, each Head of Department is then requested to draw up a Departmental Improvement Plan (DIP) outling how the targets identified by the SIP are to be met by their Department. This one (departmental) example of a feedback loop which operates in the School as part of the larger strategic planning process.
SCHOOL STRATEGIC PLANNING FOR IMPROVING LITERACY
What does this mean in practical terms for improving literacy within the School? The appointing of coordinator each for literacy and numeracy have greatly helped drive improvements since Estyn’s 2015 inspection. Significantly neither members of staff are from the English or Maths Departments and so are able to approach literacy and numeracy from a cross-curricular perspective. As well as departments having these coordinators to assist their planning, each department also has a literacy and numeracy representative to feedback and share best-practice at literacy meetings with represenatives from other Departments and the Literacy Coordinator. Whilst the School’s Literacy Coordinator (2018) reports that as a School we are ‘now quite far into our LNF journey’, the number of learners requiring literacy support (from significant separate to minor classroom interventions) and the desire to continue improving and refining that support means that the task of improving literacy is still an important focus for the School. This context, together with the evaluative feedback from all sources, means that literacy still has a place within the SIP. This is important for, as Ofsted (2013, 38) noted, literacy has ‘no quick fix’ and in successful schools ‘literacy had become a permenant feature of their development planning [it had become...] an integral part for of longer-term school improvement plans and informed the content of action plans for each subject’. Thus, under Priority 1.3 Progress in Skills, part of the first strategic intent (‘Standards’), one finds the target: ‘Continue to raise standards in literacy and numeracy’. However the SIP (Appendix 1) also goes further too, over two pages in this document are outlined eight specific literacy (plus two combined literacy and numeracy) strategies. Each strategy also has: a proposed timescale; the staff leads; necessary resources; success criteria and method for monitoring evidence of the strategies’ progress. An adapted version of these is explored below:
1.3.1.    Ensure work is marked for spelling, punctuation & grammar (SPaG). 
[bookmark: _Hlk535685111]Specifically (and highlighting the effectiveness of the School’s feedback loop and the value of the SIP as a working document), punctuation and sentence structure issues have been identified as areas of emphasis: ‘All errors need to be acted on’. The ability to identify specific areas to improve, is credit to the effective system of regular book monitoring through whole-school sampling. Such ‘Systematic and effective monitoring and evaluation’ being one of the ten principles of good practice produced by Ofsted’s (2013, 40) Report into improving literacy. This may seem like a high standard to expect across all areas of the School, but it reflects both the importance the School sets on improving literacy as well as the recognition of the need for consistency across deparments (Ludgate in Welham, 2014) when approaching what is now a one of three cross-curricular responsibilities (Donaldson, 2015, 40). One physical manifestation of this consistant approach, is a common literacy marking code throughout the School and staff literacy training sessions.
Recommendation 2: Continue to use and develop feedback systems to target specific areas of weakness for a consistent cross-curricular literacy approach.
1.3.2.    Signposting and incorporating academic vocabulary.
[bookmark: _Hlk535410183]Whilst Betty Hart and Todd Risley’s (1995) influencial and often quoted figure (that thirty million fewer words are heard by children growing-up in poverty by the age of three) has since been discredited as grossly exaggerated (Kamenetz, 2018), the perception of a significant vocabulary gap and the case for strengthening learners vocabularies remains (Oxford University Press, 2018). Going deeper than this means engaging with a complex debate on an emotive subject. No one is denying the importance of developing vocabulary is important, but the level of non-contextualisation and uncritical uptake among education research is disquieting. For instance, a well-intentioned teaching blog (Sharpe, 2018) references a report by a distinquished publisher (Oxford University Press, 2018, 5), which in turn references Hart and Risley’s ‘ground-breaking study’, while twice referencing Hart & Risley’s (2003) republication of their earlier small-scale study’s findings (based on 42 families representing four socio-economic levels, visited and audio recorded for an hour, once a month, for two and a half years) (Kamenetz, 2018). It is not within the scope or capacity of this Report to wade into this debate, but suffice to say that even if it is difficult to quantify an effort should be being made to broaden all learners’ vocabularies. For the acquisition of new language and knoweldege as an individual grows is part of their development. In this regard, plural literacies (especially the differing contexts and literacies used in School and home) can make improving literacy more confusing for a learner (Myhill & Fisher, 2010, 1). Yet building a learner’s (especially subject-specifc) vocabulary in School not only broadens their literal (written, reading and oral) expression but also their understanding of the World around them.
1.3.3.    Build learner confidence articulating ideas, both orally and in writing. including continuing development of ‘socratic smackdown’.
1.3.4.    Build learner confidence through individual presentations.
[bookmark: _Hlk535420366]Research on literacy practice over the last twenty years has posited ‘that literacy is rather a continuum within the communicative practice of communities and individuals’ (UNESCO, 2017, 14). Thus fundamentaly literacy is about communicating an understanding and improving literacy about further developing this ability. Whilst practioners have suggested that development of oral literacy has been overlooked by formal qualifications and therefore become a neglected ‘bolt-on’ (Barker, 2017), these targets show our School to be aware of oracy’s importance. The nature of literacy development also confers the need for a long-term view. For as Debra Myhill and Ros Fisher (2010, 1) noted, owing to the shear number of processes simultaneously at work written literacy alone is an ‘“effortful” activity’ and continues to make ‘high cognitive demand’ no matter the writer’s level of expertise. 
Hereto the SIP’s emphasis on building confidence, introduces another area which possesses a significant relationship with literacy development, these are the so-called noncognitive capacities or soft skills. For in addition to being enshrined as part of the four curriculum purposes of education in Wales (Donaldson, 2015, 29-30), building a learner’s confidence both as an individual and commicator are essential elements in advancing their emotional and social development as young people. Recent research in the fields of neuroscience and pediatrics have shown that growing up in an unstable or harsh environment (like poverty or adverse circumstances) can lead to biological neurological changes which impair the development of certain regulatory capacities (Tough, 2016, 4). This makes developing our learners’ confidence (as well as their literacy), an especially key priority given our aforementioned context, as a School with a significant number of learners who are either EFSM and/ or living in deprived areas of the community. One will therefore note the focuses of the third and fourth literacy targets above as developing learners’ oral confidence through individual presentations and ‘socratic smackdown’ (a format for in-class debates developed by the English Department for cross-curricular use). The latter providing yet another way in which our School’s approach correlates with another one of Ofsted’s (2013, 39) priniciples. By these means it is hoped to not only help our learners become ‘healthy and confident individuals’ but also ‘enterprising, creative contributors’ (Donaldson, 2015, 29-30).
Recommendation 3: Recognise that literacy often depends on confidence, and that opportunities should be afforded to also build learners’ confidence in practicing literacy, both technically but also creatively.
1.3.5.    Homeworks based on the National Reading Tests (NRTs).
Like the first strategy, the fifth also reflects the diagnostic effectiveness of the School’s feedback loop, highlighting certain priority question types to focus on (likely based on last year’s results breakdown) and the need for whole-School consistency. However this strategy also directly supports learners in feeling more comfortable with the format taken by the NRTs, which incidently are still often used as the proxies for judging the standard of literacy, particularly by ‘large-scale international studies such as PIRLS [the Progress in International Reading Literacy Study]’ (Myhill & Fisher, 2010, 1). In the author’s opinion the rationale for this likely goes deeper than just improving familarity and technique. Such homework also helps address another identified issue concerning learners’ struggling with these tests, it being reported that the random nature of topics and texts chosen make pertinant the aforementioned issue of vocabulary. This being catalysed by a lack of confidence to try and reason out the meaning of a text. Thus this strategy aims to tackle both the explicit approach to the NRTs while nurturing its implicit demands.
1.3.6.    Develop assessment rubric.
This is a strategy targeted at improving the rubrics which learners use in lesson to generate success criteria before starting their extended writing ‘Write On!’ assessments in class. In the view of educational consultant Susan Brookhart, rubrics are effective because they enable learners to clarify and understand ‘the learning target and criteria for success’, and therefore ‘rubrics help teachers teach, they help coordinate instruction and assessment, and they help students learn’ (Brookhart, 2013). The SIP also asks departments to evaluate their implementations of these rubrics as well as promote the best practice seen for the More Able and Talented (MAT) learners to be shared. By these means the literacy expectation bar is being raised.
1.3.7.    Literacy (or Numeracy) starter tasks.
The decision that every School lesson (across all subjects) should begin with a literacy or numeracy starter orignated, following the School’s 2011 reogranisation, from staff and learner working groups argeement of this as one of ten componants of a which made a good lesson in the School. Since then the strategy has been strengthened with every department finding or adapting their own subject relevant literacy and numeracy starters. This emphasis being reinforced in the SIP with the advice that these should be properlly embedded and contextualised as part of lessons and not merely anxiliary bolt-ons. Another area in which the School’s approach echoes a further Ofsted (2013, 39) principle, the relevant one here being that cross-curriclar literacy activities need ‘to be made carefully and with a sensitive understanding of individual subjects’ different needs.’ This contextualisation means that the literacy and subject agendas come together to mutually support one another to the advantage of the learner. Even in less traditional literacy subjects, contextualised lessons starters have been deployed effectively, including learners orally naming or defining key or technical terms at the start of Physical Education as a reminder of last and introduction to the current lesson.
[bookmark: _Hlk536469736]Recommendation 4: Strategies for improving literacy MUST be effectively contextualised in activities, lessons and departments in order to be fully effective.
1.3.8.    Accelerated reader programme.
This refers to the School’s direct literacy intervention strategies. These see the learners with non-functioning or a significanctly low reading ages extracted from lessons for to attend accelerated reader programmes with dedicated members of staff. On such intervention is the Read Write Inc. ‘Fresh Start’ programme developed by Ruth Miskin to help struggling learners over the age of nine through a phonics-based approach (Oxford University Press, 2019). Such programmes ensure that through their time in School, those learners who arrive with poor literacy are supported in the development of their literacy capacity. An achievement which not only has a positive on their literacy but also, since ‘Literacy is central to all levels of education’ (UNESCO, 2017, 12), enables these learners to better access and engage with the rest of the curriculum (and thus other areas of their education) too. Whilst there has been criticism of a percieved over-focusing on Maths and English at the expense of other subjects and creativity by practioners (Abbott, 2018), the cross-curricular benefit of literacy and numeracy in the long-term is, in the author’s opinion, often overlooked. Thus, even if learners are extracted (and miss) a number of non-core lessons during the early years of secondary, it is done with the long-term aim of enabling them to return more permenantly and with greater access to the curriculum and life opportunities later on.
Before proceeding into an analysis of how this strategies are translated into practice by a department, two substantial factors should be mentioned. It will now be clear to the reader the extent to which the eight strategies chosen by the School, in order to ‘Continue to raise standards in literacy’, correlate with the the ten principles Ofsted (2013, 38-41) suggested based on the best-practice for improving literacy in seven English secondary schools. This suggests that the School’s thinking for improving literacy is in line with effective best-practice. The second point is also salient, hereto this Report has dealt with improving literacy with a focus on those with low or non-functioning reading age, however there are also a number of learners with specific literacy difficulties. At least thirty-two learners in the School have Specific Learning Difficulties (SPLD). This will include a number who have Dyslexia: ‘a learning difficulty that primarily affects the skills involved in accurate and fluent word reading and spelling’ (Rose, 2009, 30). Whilst this Report fully recognises that Additional Learning Needs (ALN) can have a profound affect on a learner’s literacy and that our School has additional literacy provision in place (from School Action to full Statements of Educational Need), the Report needs must continue its focus on the strategies planned to improve the literacy of all learners. 
HISTORY DEPARTMENTAL PLANNING FOR IMPROVING LITERACY 
[image: ]As well as being a formal priority within the SIP, the requirement for ‘L[iteracy]&N[umeracy] Development’ within lessons is also more embeded in department’s self-reflective cycles, since its is the second of six areas which comprise the School’s Lesson Observation Forms. These being completed by every Head of Department to guide the evaluation of their colleagues’ lesson. This ensures 
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that literacy (and numeracy) are promoted as integral to all lessons. Yet while the goal of developing literacy remains, specific strategies and focuses shift with the identified needs and areas to be improved (based on the School’s reflective cycles). Reflecting chanaging annual School priorities, the DIP drawn-up by the Head of History for their Department last year (Appendix 2) shows six specific strategies for improving literacy. These were carried forward as five strategies in this year’s SIP, while three new strategies (1.3.2 academic vocabulary; 1.3.4 learner presentations; and 1.3.8 accelerated reader programme) were added. Although these last three are currently being implemented by the History Department, herein this Report will base its analysis on last year’s progress against the six strategies for improving literacy laid out in last year’s DIP (Appendix 2):
1.3.F.    Mark extended writing marked for spelling, punctuation & grammar.
Reflecting on the Department’s progress a year on, in the 2018 Departmental Self-Evaluation Report (Appendix 3), the Head of History rightly observed how ‘History naturally lends itself to developing a range of literacy skills’. The extent of reading and extended writing prevelent in History lessons, means the Department has many opportunities to help promote, develop and improve learners’ literacy. Thus, wrote the Head of Department: ‘A range of of Tactical Teaching methods are included in the [lesson plan] and there is always a focus on accurate SPaG’ (Appendix 3). This being effectively achieved through teacher or peer-marking of written work using the common school-wide literacy marking codes which have been highlighted as effective practices by practioners within the field (Welham, 2014). In addition teachers identify, then use feed-forward lessons to discuss with classes, common subject as well as literacy areas to improve upon. The importance and School emphasis on SPaG improvement is seen in its elevation from the sixth priority (1.3.6) within Standards and progress in Skills in 2017, to first in the 2018 SIP (1.3.1).
1.3.G.   Revise ‘socratic smackdown’ to improve oracy and develop learners’ extended writing.
Acknowledging the extent of written and reading literacy, levels of oral literacy development vary. Whilst the DER reported ‘There are numerous opportunities [...] Many of these occur naturally [...] These include Q and A, developing explanations, debating, justifying opinions’, it also noted that areas such as ‘Socratic Smackdown’ - though implemented needed further development (Appendix 3). A second point identified for improvement was increased learner ‘performance’ tasks and question sessions, a focus which became SIP priority 1.3.4 to develop oral literacy and confidence. As with SPaG, the percieved importance of developing oral literacy was recognised by not only adding learner presentations as a new priority (1.3.4), but also elevating the SIP priority of developing ‘socratic smackdown’ from 1.3.7 to 1.3.3. This example also reveals the effectiveness of the School’s process of self-evaluation, and processes for successfully identifying meaningful areas from improvement from leasership, departmental, pastoral and learner contexts. Thus, unlike the earlier cited examples (the 1847 Blue Books and 2011-14 raft of Welsh Government initatives) which introduced reforms from the top down without sufficient appreciation for local contexts, our School demonstates a crucial ability to self-reflect and generate its own authentic priorities based on its context. It is exactly the kind of strategic planning advocated by Rutherford (2009) and Schwartz (2018) and encouraged by Estyn (2018b). 
1.3.C.    Develop homeworks based on the National Reading Tests.
In the year since this target was set a number of NRT inspired homeworks have been created in many departments. Since the NRTs use random information that learners are unlikely to have seen before to test their reading, it has been a chance for these homeworks to cover new or related content areas that cannot be covered in class. This year alone the History DER reports two NRT homeworks created for every year group (Appendix 3), which have included topics like Tudor education and Genghis Khan. Recognising the apparent success of most departments in doing likewise, in establishing a bank of such homeworks, the focus has been shifted onto futher developing these in line with areas for improvement identified by the School’s latest NRT results and feedback report, and their SIP priority has been downgraded accordingly from 1.3.3 to 1.3.5.
The remaining three literacy strategies inclued in the DIP epitomise Recommendation 3, through their reinforcing the crucial nature of properly contextualising and embedding literacy opportunities within the natural workings of the Department: (3C.1) ensuring the embedding of rubrics; (1.3.H) the creation of a consistent common success criteria for extended writing; (3C.2) and continuing refinement of literacy (& numeracy) starters for relevence.


RECOMMENDATIONS
1. Develop more inclusive opportuntities for gathering feedback from ALL stakeholders, especially learners and non-teaching staff, to help understand problems (like literacy) more fully. 
2. Continue to use and develop feedback systems to target specific areas of weakness for a consistent cross-curricular literacy approach.
3. Recognise that literacy often depends on confidence, and that opportunities should be afforded to also build learners’ confidence in practicing literacy, both technically but also creatively.
4. Strategies for improving literacy MUST be effectively contextualised in activities, lessons and departments in order to be fully effective.
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L &N practices are well known by nearly
all students and support the effective
use of all resources in the lesson.

Nearly all students speak confidently
and fluently when answering questions
or expressing opinions .

L &N tasks are clearly embedded and
ensure that nearly all students develop
their skills and make excellent progress.

The teacher always model good language.

The teacher has consistently high
expectations of all students in terms of
presentation and quality of work related
to their ability.

L &N practices are known and used by
most students.

L &N tasks are developed and ensure
that most students develop their skills
and make good progress.

The teacher models good language.
The teacher has high expectations of all

students in terms of presentation and
quality of work related to their ability.

L &N practices are known and used.

L&N tasks are used and many develop
their skills and make some progress.

The teacher generally models good
language.

The teacher has high expectations of
most students in terms of presentation
and quality of their work related to their
ability.

The range of L &N practices used in the
lesson are limited and they have little
impact on the skills of the majority of
students.

Insufficiently matched L & N tasks meant
that a significant number of students do
not develop their skills or make appropriate
progress.

The teacher does not always act as a good
language model.

The teacher does not have sufficiently
high expectations of students in terms
of presentation and quality of their work.

Excellent looks Like

Good looks Like

Adequate Looks Like

Unsatisfactory Looks Like

Students make an effective use of a
wide range of resources to refine and
develop their understanding and skills
inL&N.

Nearly all students ask searching
questions and speak confidently and
fuently in all responses.

Nearly all students use the habit to
refine and develop their L & N skills.

Nearly all students are making excellent
progress in their Think On! & Write On!
tasks.

Nearly all students are making effective
use of academic and subject vocabulary.

Most students use resources well to
extend their L & N skills and can apply
them across the curriculum.

Many students ask developed questions
and speak confidently in all responses.

Many students use the habits to refine
and develop their L & N skills.

Many students are making good progress
in their Think On! & Write On! tasks.

Many students are making effective use
of academic & subject vocabulary.

Many students use a range of resources
to refine and develop their L & N skills but
this is underdeveloped

Some students ask questions when
appropriate and speak confidently in
the lesson.

Some students use the habits to support
their L & N development but this is
underdeveloped.

Some students are making progress in
their Think On! Write On! tasks.

Some students use a range of both
subject & academic vocabulary but this
is underdeveloped.

A number of students do not make effective
use of resources to develop their Literacy
&Numeracy skills and fail to make progress.

A minority of students don't further their
knowledge and understanding by asking
questions and lack confidence when
attempting answers or expressing opinions.

A number of students do not make
effective use of the habits and make little
progress in their skills development.

Limited progress made in the Think On!
Write On! tasks.

Limits and ineffective use of academic and
subject vocabulary.
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