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Assignment ECSP7001            
INVESTIGATING CONTEMPORARY ISSUES IN SECONDARY EDUCATION
‘The improvement of pupils’ writing skills to match the high standards they achieve in reading’

One of the issues in secondary education, identified in Estyn reports, is a significant shortcoming in learners’ ability to communicate adequately in their written work. The Estyn report, Best practice in the reading and writing of pupils aged 7 to 14 years (Estyn, 2008), found that, in Welsh schools, “There is far less good and outstanding work in writing than in reading at both key stages [Key Stages 2 and 3].” The report continues, “The gap between standards in reading and writing, evident in Key Stage 1, increases exponentially in Key Stages 2 and 3” (Estyn, 2008, 5). Furthermore, it is also in their writing skills performance that the widest gap between boys’ and girls’ performance is found. Moreover, less-able learners’ general progress is hampered by their lack of writing skills; and insufficient provision is made to challenge and stretch the abilities of ‘more-able and talented pupils’ (Estyn, 2008, 6). The Welsh Assembly Government Inset report, Guidance on the teaching of writing skills, analyses the reasons for the disparity between reading and writing levels, demonstrating that, when writing, learners are confronted with “multiple challenges,” having to grasp many discrete skills: grammar, punctuation and spelling, as well as reflecting on the concepts, arguments, narrative or story-line forming the content of their writing (Welsh Assembly Government, 2010, 4).  Yet writing is a crucial skill, required to engage with assessment tasks throughout school studies, including the GCSE examinations, and it is also essential to contend and cope with writing tasks throughout one’s social and professional life. Moreover, ‘extended writing,’ independent writing expressing notions, opinions, arguments or emotions, develops ideas and also provides an outlet to express emotions. These ideas and emotions can then be communicated to a variety of readers for diverse purposes. For all these reasons, the 2010 Welsh Assembly Government report stresses that shortcomings in writing skills must be remedied and extra emphasis on writing should be made holistically throughout whole-school teaching. Writing should be taught as “a process that includes planning content, drafting, evaluation, revising and editing as stages that lead to the final product” (Welsh Assembly Government, 2010).  
 
To redress learning shortcomings, such as insufficient learner ability to communicate adequately in their written work, discussed above, the Welsh Government Guidance Document, 2014, advises how schools can make use of a strategic plan, the School Development Plan (SDP) to “improve learner outcomes” (Welsh Government, 2014, 3). Strategic planning became prevalent in the 1960s, primarily as a business model. It differs from long-term planning by firstly defining goals and then working back to the present, whereas long-term planning starts from  the present circumstances and plans for the future. In this way, strategic planning raises the questions: ‘Where do we want to go? Where are we? How are we going to get from here to there?’ In School Improvement: Revitalise Your School with Strategic Planning, Dr. Tracy defines strategic planning as “the process of identifying the organisation’s needs and objectives then developing strategies and action plans to meet [them]. Everyone works toward the same goals. Strategic planning provides the framework and serves as the roadmap for the organisation and for all decisions that are made” (Tracy, 2012, 19). 
According to G.C. Chang, there are “four basic stages in any management strategy: analysis, planning, implementation and evaluation,” (Chang, 2006, 3). For Dr. Tracy, on the other hand, the primordial step is to define a common vision of the desired future “the ideal state” the school is aiming for. A clear, common vision is also the starting point for the Welsh Government Guidance Document, 2014, which states “a clear vision of what the school is aspiring to achieve...will set the context for the School Development Plan (SDP)...a clear purpose that is shared and understood by all,...is both motivational and achievable...and underpinned by solid practical strategies” (Welsh Government, 2014, 7). To define this clear, common vision, a School Planning Team comprised of “key members of the school community...administrators, teachers, parents, students and community representatives” gathers information from all the stakeholders of the school community (Tracy, 2012, 45). In the Welsh education context, the Welsh Government Guidance Document, 2014, also stipulates in Regulation 9, “the governing body must consult with the headteacher, school staff, learners, parents/carers and others involved in the life and work of the school, e.g. local authority, regional consortia challenge adviser, other schools, community, etc.” (Welsh Government,  2014,  10). In all cases, the opinions and ideas of everyone have to be taken into account with meetings and records of what is said at every level, using a group process model. Also, to ensure a sense of collegiality and common responsibility, all information needs to be shared.  
From the gathered information, opinions and ideas, the School Planning Team then determines the common “purpose, mission, vision and goals” of the strategic enterprise.  Goals will be informed by the “regular [honest and robust] self-evaluation a school undertakes of its own performance and contextual data” and by the national priorities defined by Estyn (Welsh Government, 2014, 3). All goals should be SMART (Specific, Measurable, Attainable, Realistic and Time-bound) and will, in turn, determine the strategies and actions to be taken (Tracy, 2012, 67). Following the determination of goals, data is analysed to enable the development of detailed strategies in order to achieve them. The strategies are then broken down into action plans “that will raise standards and improve outcomes for all learners, regardless of their background” (Welsh Government, 2014, 5).  These action plans, in turn, comprise the strategic plan. For the plan to succeed, it is essential that everyone who has to implement it should have shared in its development. As stated above, ownership of the plan, its goals and strategies, by all the stakeholders of the school community, is crucial for the plan to be supported and successful. 
The whole planning process, from the definition of the future vision of the school, to the drafting of the strategic plan, could take up to a school year to complete (Tracy, 2012, 39). The implementation would thus begin the next new school year. According to the Welsh Government  School Development Plans, “the SDP is required to function as a rolling three-year plan (Regulation 5(3))…Year one of the plan will contain detailed priorities, targets and strategies; years two and three will capture high level priorities and targets” (Welsh Government, 2014, 6). After implementation, regular monitoring/evaluation should review the results throughout the three-year period. The Welsh Government SDP document (page 5) lays emphasis on “The impact on learner outcomes...as the measure of its effectiveness” also (page 8) it insists on the importance of “an annual process of self-evaluation...in assisting a school to assess its performance” and in identifying “strengths and areas for development.” Any necessary amendments, still in line with the initial vision and goals, can be implemented, then monitored and evaluated, and so on, in a continuous cyclical repetition during the 3-year period. However, mid-year in the third year, the original mission and vision have to be reviewed, to ensure they are still relevant for the school, before developing strategies for the new three-year plan which should be ready for implementation at the start of the fourth year (Tracy, 2012, 27).


School X, in which I am completing my first placement, and which will remain unidentified for ethical reasons (Bera Ethical Guides, 2018), currently totals 732 pupils in 2018/19; has a three-year average of 35.1% ‘Free School Meal’ learners (twice the Welsh national average of 17.4% (Welsh Government School Census, 2018)); and an attendance rate of 93.5% (conforming to the 93.8% Welsh national average (Welsh Government Statistics, 2018)). The school is situated in an area characterised by Estyn, in their 2015 report, as “deprived” (Estyn school report 2015) with “about 60% of pupils living in the 20% most deprived areas in Wales,” yet Estyn classified the school’s performance as ‘excellent,’ with “an exceptionally caring and inclusive ethos” while standards of pupils’ performance and improvement in attendance were described as ‘outstanding.’ The report also remarked that “the gap between the performance of boys and girls [had] narrowed considerably over the last three years (since the last Estyn school report), with both boys’ and girls’ performance improving” and “the difference between the performance of pupils eligible for free school meals and those who are not [had] reduced considerably” and was “better than the family and national averages for similar pupils in all indicators.” Again, “pupils with additional learning needs achieve[d] well above expectations.” Furthermore, “attendance rates [were] well above modelled outcomes.” The report also remarked on pupil participation in “meaningful decision-making” enabling pupils to “influence provision and choice” creating an “extremely positive impact on their wellbeing and performance” (Estyn school report 2015).
Yet, in the first decade of this century, school X was under-performing, a ‘failing school’ with poor results and low learner self-esteem. This situation led a committed and forward-thinking headteacher and her team to take the decision to adopt a strategic planning approach. This approach provided an “effective strategic direction,” allowing school “leaders at all levels [including pupils... to] share this clear and precise vision with a focus on raising standards and giving every pupil the best chance possible to succeed. Their strong committed leadership...resulted in sustained improvements in pupils’ performance and wellbeing” (Estyn school report 2015). Their strategic planning approach thus successfully permitted a failing school to become an example of good practice and learning. Indeed, the Estyn school report determined that the school had achieved their excellent results following “an exceptionally effective strategic approach,” provided by an “exceptional strategic direction for the school,” using a “wide range of effective strategies” in a “whole-school approach...applied extremely consistently by staff” (Estyn school report 2015). The report nevertheless identified three areas where improvement was still required, the primary deficiency being writing skills. The first recommendation of the report was therefore: “Improve pupils’ writing skills to match the high standards they achieve in reading” (Estyn school report 2015). This recommendation still figures in school X’s current 2017-20 Development Plan which addresses the issue as detailed in the Post Inspection Action Plan (PIAP). 
The School Development Plan, and the more specific Department Development Plans, form the road-map of school X’s strategic planning, comprised of action plans and designed for a three-year cycle. This interval allows a sufficient lapse of time to implement new procedures and processes and to monitor their merit and efficacy, yet is not so long as to forfeit reactivity in an environment in constant flux and evolution. The school is now in the second year of its 2017-20 three-year plan. The School Development Plan firstly breaks down School X’s 3-Year (2017-20) Plan ‘Key Priorities’ into the five Estyn Inspection Areas (Standards, Wellbeing and attitudes to learning, Teaching and learning experiences, Care, support and guidance and Leadership and management). Each Area is then studied separately, the key 3-year priorities having been updated into specific 2018-2019 priorities following the results of monitoring and analysis in the yearly School Self Evaluation Report (SER) reviewed each July. Details of these 2018-2019 priorities per Area are defined in an action plan format: person(s) responsible, outcomes/target, Professional Development Needs/monitoring procedures and Source of Finance and Cost. 
The 3-Year Key Priorities specified in the School Development Plan, cascade down to the Department Development Plans for each of the school’s various departments. These general 3-Year priorities are identical in the Department Development Plans. However, when each Area is studied separately for 2018-2019, the priorities are specific to the Department, and they follow the results of the previous yearly Department Self Evaluation Report. 
Writing skills improvement being the last Estyn School Report’s primary recommendation in 2015, it appears in most of the Areas of School X’s Development Plan. In Area 1 ‘Standards,’ the sixth goal is to “improve access to higher levels in Writing at the end of KS3.” In Area 3, ‘Teaching and Learning Experiences,’ the first goal is “Cross curricular Extended Writing Task (EWT) focus.” In Area 4 ‘Care, Support and Guidance,’ the first goal is more general: to “target Basic Skills data KS3 pupils for preparation for literacy and/or numeracy intervention,” and in Inspection Area 5, ‘Leadership and Management,’ goal 3 is to implement the “three Estyn Recommendations underpinning school development plan priorities.” These strategic goals are then detailed in the Priorities for 2018-2019, in each of the relevant Areas, along with the persons responsible (chiefly the Headteacher/Assistant Headteacher and Heads of Department, and also the Literacy Manager, Standards Manager and Governing Body); the targets and outcome (mainly improved GCSE results); needs and procedures (such as staff training, meetings and monitoring) and, lastly, finance.
These writing priority goals, described in the School Development Plan, are replicated in the current 2017-20 Modern Foreign Language Department Development Plan’s 3-Year Key Priorities. However, in the ‘Priorities for 2018-2019,’ specific to the MFL Department, in both Area 1 ‘Standards,’ and 3 ‘Teaching and Learning Experiences,’ the goal is modified in the MFL context to become: “Continue to develop the writing skills of learners in French target language at KS3 and in both French and Spanish at KS4.” All members of MFL staff are responsible for this and their target/outcomes are: “KS3 - to continue to support pupils in their writing assessments, with a first draft in Term 1 and a final redraft in Term 2.  KS4 - to continue to develop resources to prepare pupils for the new GCSE. In-service education and training is required for KS4 staff, as well as time to create new resources. The costs incurred cover the in-service education and training.

To form an opinion or evaluate methods on how to implement procedures to improve learners’ writing skills in schools, it is important to firstly study and integrate academic and scientific research on the topic. Writing skills, as already discussed, are crucial to engage successfully in academic assessment, to communicate competently in personal, social and professional relations and also to formulate and channel ideas and arguments, and give outlet to and express emotions. Much scholarly reflection has been expended in research into how writing skills can best be integrated into learners’ background of knowledge. The widely known, yet often disputed 3-cueing system for readers, developed by David Pearson (Pearson, 1977), is useful for understanding learners’ requirements for writing: they need semantic cues (knowledge about topics, culture and world events) to stimulate ideas and vocabulary; syntactic cues (knowledge about grammar and how to organise whole texts) to write confidently and correctly; graphophonic cues (knowledge about words and their spelling) to write clearly and intelligibly. These three areas: ideas and vocabulary; knowledge of grammar and different types of texts/techniques; and spelling/punctuation, have to be addressed to enable learners to tackle independent or extended task writing. 
The 2008 Estyn report Best practice in the reading and writing of pupils aged 7 to 14 years makes recommendations along these three threads. It remarks that good writing is stimulated by powerful texts which can be literary (novels, plays, poetry) or factual: topical news, a “thought-provoking film or television programme” (Estyn 2008, 17). Shared reading of such texts, followed by class discussion, allows the creation of a pool of vocabulary. The report continues “Effective teaching of different kinds of writing includes an explanation of the features of different types of text and techniques that writers use to create effects,” including sentence construction, “alliteration, imagery, rhythm and rhetoric.” The report also remarks that “the skills of spelling, punctuation and grammar [should be] taught explicitly” (Estyn 2008, 17).  
The Welsh Assembly Government Guidance on the teaching of writing skills 2010, develops the notion of effective, extended writing which it characterises as work that not only engages the reader, but is adapted to the reader-audience and to the purpose of the text. It should be clear and achieve the right tone, use appropriate vocabulary, a range of sentence structures clarified by correct punctuation and create effects using grammatical and stylistic features. Learners should use strategies for good spelling and “present their writing appropriately, either by hand or using information and communication technology (ICT)” (Welsh Assembly Government, 2010, 3).  To enable this, the Guidance advocates “teaching at the point of writing” which demonstrates and investigates the choices a writer has to make while in the act of writing. Teachers should “guide learners through the whole process (modelling the way a writer thinks...) so that the process becomes familiar and fully understood by all learners” (Welsh Assembly Government, 2010, 21). This can be imagined in a teaching sequence commencing with shared reading (in all subject areas) followed by discussion to provide ideas for writing around a topic to develop a “word bank.” The pupils then write independently with teacher support if necessary. The work is handed in and the teacher identifies major grammar errors and spelling mistakes and gives encouraging feedback to the pupil (Welsh Assembly Government, 2010, 21).
The 2008 Estyn report Best practice in the reading and writing of pupils aged 7 to 14 years deplores the opportunities missed for developing communication skills during the study of other subjects (subjects other than English and Welsh). It advocates a whole-school policy and systematic approach to help develop writing skills, as learners would thus practise them in “a range of contexts.” Furthermore, a holistic approach for marking writing is also essential for pupil comprehension (Estyn, 2008, 5, 15, 19). The report particularly advocates clear guidance for pupils using a whole-school terminology to teach grammar. This includes Modern Foreign Languages as well as English and Welsh departments (Estyn, 2008, 18).

Research and scholarly literature report favourably on the use of writing in a foreign language, despite the communicative approach’s widely held belief that emphasis should be on oral work (Mitchell, 1994, 40) with the assumption that language acquisition should develop naturally by learners receiving “comprehensible language input” (Krashen, 1982, 10). The teacher would thus provide listening and reading input and learners learn to speak as does a child in its mother tongue. In this case, the role of writing is secondary and unimportant. However, Swain argues that language acquisition is helped when learners write, as they realise their own gaps of knowledge and are stimulated to learn: to ask for help or try to work out the answers for themselves (Swain, 1993). R. Kern argues that writing in a foreign language offers further advantages. Not only, “it develops learners’ ability to think explicitly about how to organise and express thoughts, feeling and ideas in ways compatible with imagined readers’ expectations,” but also “it provides time for learners to process meaning, reducing the anxiety often felt in oral production; it provides opportunities for creativity” (Kern, 2000, 172). Little advocates the introduction of writing at the earliest stage of learning as “it requires us...to internalise the dialogue of social interaction as a psychological process” (Little, 1997, 7). However, O’Brian warns that writing in a second language processing is not the same as the processing of one’s first language and requires a specific pedagogical approach (O’Brian, 2004, 6). She details the processes of writing in a foreign language as “planning, translating, formulating into language, revising linguistic processes (grammatical, lexical, morphological, graphemic), (O’Brian, 2004, 3). O’Brian recommends focusing on meaning before accuracy in teacher feedback. Likewise, Macaro suggests that “the focus should be on the process not the product of writing” (Macaro, 2003, 249). He remarks that writing also “encourages a focus on linguistic form and consequently helps foster the development of metalinguistic awareness.” Indeed, according to Smith and Conti, “teaching second language writing will have a positive knock-on effect in terms of students’ general first language literacy, improving their feel for the importance of syntax, attention to detail” (Smith et al. 2016, 115). Furthermore, according to S. Lawes, writing in a second language develops a learner’s use of written expression and of his/her own creativity and “encourages the learner to experiment with language” (Lawes, 2000, 52).
Smith and Conti investigate the processes that learners adopt when writing in a second language, (revealed to be similar to the processes used in their first language). Learners “gradually improve their ability to plan, revise and edit text, search for appropriate words and phrases...and attend to the grammatical accuracy of what they write” (Smith et al. 2016, 116). In their second language, learners “have to retrieve from long term memory words and rules they know, supplement these with newly acquired language they have looked up and monitor their performance using working memory.” Smith et al. argue, therefore, that targeted writing-task-teaching can develop, learners’ “written accuracy,...range of structures and vocabulary,...[grammatical] quality of writing,...ability to reflect on and monitor their own written work and writing techniques...[and their] understanding of cultural and contextual appropriateness” (Smith et al. 2016, 117). The main body of foreign language learning research thus indicates that the contribution of writing in language learning is both far-reaching and comprehensive.

In the school context, writing tasks in language learning are very varied, and include: copying, listing vocabulary, translating, paraphrasing, answering comprehension questions, completing unfinished sentences or gaps, grammatical drills and taking notes. They also cover more extended tasks such as paragraphs, summaries, preparing oral presentations and essays. Learners can be encouraged and assisted to use language creatively in extended writing with the help of “scaffolded support,” preferably placed at the end of a lesson, to be completed as homework, allowing the learners to “reflect at their own pace” (Smith et al. 2016, 118-119). Such scaffolded support may include writing a passage from bullet points or a frame/writing mat, using sentence-building grids, taking notes from a video or audio source, describing a picture, re-writing a text with a different point of view, shared reading and discussion for ideas, or essay planning charts. The 2008 Estyn report Best practice in the reading and writing of pupils aged 7 to 14 years, suggests that “pupils write best when writing is relevant to their needs and interests” (Estyn, 2008, 17). Such real-life tasks could include, among others: “letters, emails, text messages, news articles, job applications, reviews, obituaries, diary entries, blogs, dialogues or sketches” (Smith, 2018, 134), affording the opportunity to teach specific writing techniques and conventions (for example, how to start and finish a letter or email). Communication via social media (Whatsapp, Facebook or Twitter), such as exchanging real, or imaginary, messages with pupils from an exchange class, requires written input to be understood quickly with a rapid response in writing, necessitating the use of basic tenses and high-frequency words. This effective interactional communication is generally meaningful and engaging for pupils. However, as Smith points out, unfamiliar written texts are also important for opening students’ minds to new information and ideas (Smith, 2018, 41).

The elements so far reviewed in this paper: theories and assumptions offered by research; best-practice teaching methods identified in scholarly literature; organisational efficiency developed by strategic planning; together form a powerful means of implementing a plan of action to improve learners’ extended writing skills. They can be found in the remedial action taken by School X following Estyn’s school report, 2015, which identified the need to “improve pupils’ writing skills to match the high standards they achieve in reading” (Estyn school report 2015). 
School X’s remedial action is analysed in a case-study in the Estyn report of Good practice in the humanities, October 2017. This report relates that School X organised an audit of provision during the Spring term following the Estyn school report recommendation, prompting the implementation of a strategic approach to improve the standards of extended writing, holistically, across the whole school. The school management team set up a pilot group of staff and pupils, focusing on improving extended writing primarily in English, science, humanities and creative studies, using the ‘8-Writing Behaviours,’ method which had proved very successful in the implementation of reading improvement (Estyn report, 2017, 21). This previous successful implementation had seen “the percentage of pupils with reading ages six months or more below their chronological age” drop from 72% in 2011 to 53% in 2015. 
The pilot group established a collaborative and cohesive approach to the goal of improving extended writing skills. Staff across the English and Humanities departments adapted schemes of learning to identify and include extended writing tasks (EWTs). All the teachers in the pilot group departments received training and support to assist them to adapt existing tasks and develop new ones. Subject specific tasks offered learners regular opportunities to develop their extended writing skills. Each EWT was identified and labelled in pupils’ exercise books and taught using the 8-Writing Behaviours. These ‘Behaviours’ clearly elucidate “what we ‘do’ before we write, during writing, and before we publish our writing:” 
1)  read to generate ideas and take notes; 
2) clarify success criteria for the sort of text to be written; 
3) plan and sequence ideas using topic sentences; 
4) evaluate and modify the writing plan if necessary; 
5) use the plan to write ideas in logical, cohesive paragraphs; 
6) revise the choice of words, sentence order and structure; 
7) check the finished writing for spelling, punctuation and grammar inaccuracies;
8)  close-read the written text and peer or self-assess against the success criteria.
This 8-Behaviour process mirrors in greater detail ‘teaching at the point of writing’ as advocated by the 2010 Welsh Assembly Government Guidance report on the teaching of writing skills, discussed above (page 7 of this paper).
The Estyn 2017 Best Practice report further analysed the monitoring and training methods used in School X’s strategic approach: evidence-based reading and writing book-scrutiny findings in the Summer 2016 term were reviewed and shared with staff during in-service training (INSET). Also further training was given to the whole school on the use of the ‘8-Writing Behaviours.’ Good practice teaching of extended writing, revealed in the pilot group, was shared with all the teaching staff, as was a further book-scrutiny in Autumn 2016. Thus, “calendared lesson and book monitoring by senior and middle leaders, [focused on] developing extended writing, ...whole-school lesson planning and highly developed systems for monitoring pupils’ progress, underpinned the development of extended writing” (Estyn report, 2017, 22).
The Estyn Best Practice report 2017, concluded School X’s case-study by commenting on the consistently high-quality teaching approach observed across the pilot team, which allowed not only the build-up of pupils’ confidence, but also their strong progress in extended writing (based on a comparison with their attainment prior to entry to the school). Pupils were thus “better equipped to use the skills required in the Key Stage 3 curriculum and the demands of new GCSE specifications at Key Stage 4, especially in English and humanities subjects” (Estyn report, 2017, 22). After the success of the pilot team, the strategic approach for extended writing was extended to all teaching departments in the school.  
School X’s Modern Foreign Language (MFL) Department is fully and successfully participating in the whole-school approach to extended writing. The latest MFL Department Self-Evaluation Report (SER), July 2018, announced: “a whole school approach to developing extended writing across the curriculum has resulted in significant improvements in pupils’ writing skills [in the MFL Department] and this is integrated into the SOL (Scheme of Learning). This is evidenced not only in end of Key Stage levels but also through work scrutiny.” The MFL Department Self-Evaluation Report, July 2018, self-evaluated its standards of extended writing as ‘strengths.’ It also informs that: “National Literacy Framework strands fit within the MFL National Curriculum descriptions which serve to assess pupils in French using the writing strands developed by the department.” These (writing skill) strands are therefore taught during French lesson activities and assessed during French Writing assessments (in Terms 1 and 2). The writing assessments are redrafted so the pupils can improve their original drafts and gain knowledge from understanding their mistakes. Extended writing targets are maintained as on-going yearly 2018-2019 priorities in the MFL Development Plan, (c.f. this paper, page 6). 

Additional recommendations and propositions for enhancing written tasks in the Modern Foreign Language Department could include the creative use of the target language from a very early stage, with the aid of scaffolded support such as writing mats, sentence-building grids, or completing missing letters or words. Grauberg affirms that although spoken language precedes writing, “writing reinforces the spoken word and helps fix language in long term memory.” He argues that although beginners write very slowly and make many mistakes, writing helps them discover relationships between sounds and symbols (Grauberg, 1997). Even dictation, for which close listening is required, reinforces acquisition, and could be enjoyable if it is treated as a game between two teams, for example. Crosswords also require comprehension and good spelling. Moreover, as Smith et al. claim that “it is a myth that lower ability students dislike writing, [as they] often feel more secure putting pen to paper than having to respond to aural stimuli” (Smith et al. 2016, 119), so writing would allow them to feel more comfortable with new learning. 
First-year learners could start routinely writing their own sentences or mini-paragraphs, using models, templates or writing maps as guides, so that at the end of the school year they should be able to write short paragraphs independently, with the help of a dictionary (Smith et al., 2016, 124). Writing tasks would have to be scaffolded tightly enough to keep mistakes to a minimum and “give students a feeling of success throughout the early stages of learning...[so] writing becomes a rewarding, not a threatening experience” (Smith et al., 2016, 125). As learners progress, paragraph writing could become a routine task for homework or class. Paragraph writing can be varied with many other forms of writing tasks such as writing a passage from bullet points, taking notes from a video or audio source, describing a picture, re-writing a text with a different point of view etc. Over time this would help learners develop their independent written communication and at the end of the second year many could write short compositions. Social network writing, to a real or imaginary exchange learner, would provide real-life interest and require the use of basic tenses and high-frequency words. 
School X’s 8-writing behaviours should continue to be used for all extended writing tasks so the pupils can apply the same extended writing process scaffolding in all school subjects. Assessment methods should also be identical throughout the school so that standards are equivalent and fair.

To conclude, as already discussed, extended writing, and indeed all forms of writing are generally weaker than reading in both primary and secondary education in Wales, particularly in secondary schools. This disturbing situation is exacerbated by the gender gap in which boys’ writing, and, in particular, boys’ extended writing, is generally of a lower standard than girls’; less-able learners and economically disadvantaged learners’ progress is impeded by poor writing skills and more-able learners are insufficiently challenged. Good writing skills being requisite for most assessments, and particularly for the GCSE and all exams, pupils are handicapped by their poor level of written communication. However, the example of school X, reviewed in this paper, has proved that this situation and these shortcomings are not inevitable and backed by the experience and insight of scholarly research and best-practice teaching methods, committed and forward thinking school leaders and staff with a vision of what they want their school to achieve, can implement a strategic plan centred on pupil progress, and succeed in reversing this trend.   
A ‘Pygmalion approach’ to learners, i.e. an approach that believes that “expectations about a person can lead to the person behaving in a manner to confirm those expectations” (Tracy, 2012, 21), is an approach that holds high expectations for student achievement. Remarkably, this approach, coupled with a committed and far-sighted vision of a school’s ethos “If you believe it, you can achieve it” can change events.
The current results of the Modern Foreign Language Department in school X are excellent, academic performance is in the top quartile of the family of eleven neighbouring schools; gender difference for achievement is low and compares very favourably with the neighbouring family of schools;  FSM (economically disadvantaged background) learners’ performance shows very little difference from that of non FSM pupils; learners with Additional Learning Needs (with Learning Coach support at KS4) perform, on the whole,  above their target grades; and More Able and Talented pupils (MAT) are closely tracked and achieve their target grade. As we have seen, work on improving writing skills has already achieved significant improvements and has been integrated into the SOL (Scheme of Learning). However, the creative use of written target language from a very early stage, with the aid of scaffolded support, and continued, routine, but varied, writing tasks could help learners develop, improve, and hopefully enjoy extended writing skills. 
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