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1. Introduction  

 

 The National Literacy and Numeracy Programmes (NLNP) form part of 1.1

the Welsh Government's Programme for Government (Welsh 

Government, 2013a) and the Department for Education and Skills 

(DfES) School Improvement Action Plan (Leighton Andrews, 2011) and, 

more recently, have been included as part of  Qualified for Life (Welsh 

Government, 2014e).  The rationale behind the NLNP is the desire to 

address the issue of low literacy and numeracy levels amongst young 

people in Wales, and to take steps to ensure that this is addressed. The 

NLNP seeks to improve achievement and raise educational standards 

through improved and enhanced teaching practices in literacy and 

numeracy (supported through initial teacher education and training ï 

ITET, and a range of professional development activities) and improved 

assessment of progress (through a national programme of testing). This 

evaluation explores two components of the NLNP in some detail, namely 

the National Literacy and Numeracy Framework (henceforth referred to 

as the óLNFô)  and the National Reading and Numeracy Tests (hereafter 

referred to as the óNational Testsô), in addition to a number of other 

NLNP initiatives.
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Figure  1-1: Timeline for the implement ation of the NLNP  
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The LNF 

 The LNF was developed in partnership with practitioners and phased in 1.2

over a 2 year period, being first published in January 2013. Since 

September 2013, schools in Wales have been required to place the LNF 

at the heart of the school curriculum. The LNF encourages an approach 

to teaching and learning across the curriculum centred on the 

development of pupilsô literacy and numeracy skills from Reception 

through to Year 9.  For literacy the key strands are; oracy, reading and 

writing skills, and in numeracy; numerical reasoning, number skills, 

measuring skills, and data handling skills. The LNF is a continuum of 

learning for all learners including those with additional learning needs. It 

also supports practitioners in being able to assess the progress of 

pupils. Since September 2014, assessing the progress of students 

against the expectation statements of the LNF has been a statutory 

requirement.(Welsh Government, 2013) 

 

The National Tests  

 The National Reading Test and a National Numeracy Test (procedural) 1.3

were introduced in May 2013. In May 2014, the National Numeracy Test 

(reasoning) was introduced. The Welsh Government adopted a phased 

approach to the introduction of the national tests to allow schools time to 

prepare for their introduction and access available support. The National 

Tests were designed to supplement the formative evidence collected by 

practitioners through the assessment of pupil progress against the 

expectation statements set out in the LNF. They represented the Welsh 

Governmentôs efforts to deliver a consistent approach to the assessment 

of pupils from Year 2 to Year 9. They provide a basis on which 

practitioners can diagnose and assess the performance of their pupils 

against their peers, locally, regionally and at a national level and have 

been designed to facilitate reporting to parents.     
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 The NLNP also includes a range of measures designed to improve the 1.4

quality of literacy and numeracy provision in Wales. In addition to the 

LNF and the National Tests, it includes: 

¶ The National Support Programme (NSP):  Commissioned by the 

Welsh Government in January 2013 and delivered by CfBT 

Education Trust (CfBT), the NSP has represented perhaps the single 

greatest investment to support schools in the implementation of the 

LNF. Following a phased model of delivery, every primary and 

secondary school in Wales has been able to access a targeted 

support programme (after a short period at the outset Special schools 

and Pupil Referral Units also became eligible for support). Launched 

in February 2013 through a series of national events, the NSP was 

delivered in four distinct phases: 

ü Phase 1: Understanding the LNF. Delivered from March 2013 

to January 2014, NSP Partners1 engaged schools, and 

introduced the LNF to head teachers and senior leaders. Work 

was also done to establish where schools were in terms of 

responding to the LNF and to identify immediate priorities for 

support. 

ü Phase 2: Audit  and Direct Partner Support  Completed in 

April 2014, NSP Partners supported schools in the completion of 

a self-evaluation or audit of their progress in implementing the 

LNF and provided advice and information on the initial stages of 

implementing the LNF. This was used to help the identification of 

priorities for support.  

ü Phase 3: School Implementation Support. From April 2014 to 

July 2015 based on the priorities identified in the school audits, 

NSP Partners have coordinated a targeted programme of 

support, including access to subject-specialists.  

                                                
1 Every school in Wales was eligible to receive support from an NSP Partner. NSP Partners 
had been recruited by CfBT and were responsible for supporting schools to introduce the LNF 
and the National Tests through a tailored programme of support.  
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ü Phase 4: Sustain ing and embedding . The focus of this phase, 

is on mainstreaming activity and planning for ongoing support for 

the LNF as the NSP is phased out and accountability for the 

delivery of support is transferred to the Consortia. This phase 

was intended to run between September 2015 and July 2016, 

however progress made by Consortia and the NSP meant that 

the phase was delivered alongside phase 3 and the NSP 

brought to a close in July 2015. 

¶ The Outstanding Teachers of Literacy and Numeracy 

Programme (OTLN):  In order to access the School Effectiveness 

Grant (or the Education Improvement Grant ï EIG, from April 2015), 

regional education Consortia (henceforth referred to as óConsortiaô) 

have been required to support ósharing of best practice through the 

use of outstanding teachers of literacy and numeracy to provide 

coaching and mentoring opportunities for teaching staff who are in 

need of additional support (Welsh Government, 2013c). Considerable 

latitude in programme-level guidance has enabled the delivery 

models adopted by the four Consortia to differ, both in terms of the 

number of OTLs or OTNs recruited, and in the intensity of support. 

¶ A range of guidance materials and resources housed on the 

Learning Wales website:  Although not specifically designed solely 

to support the NLNP when it was launched in September 2013, 

Learning Wales was developed to provide a one stop shop for 

practitioners to access the latest statutory guidance and 

contemporary research. By providing practitioners with access to 

higher quality resources, particularly around literacy and numeracy, it 

is hoped that this will support an improvement in the quality of 

teaching in literacy and numeracy. Specific LNF support made 

available from 2013 through Learning Wales included guidance 

documents, training packs and a range of exemplification and 

classroom resources. 

¶ Specif ic guidance developed to support the development of 

Professional Learning Communities (PLCs):  Initially launched in 
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2008 to support the implementation of the School Effectiveness 

Framework, the National Model for PLCs was developed by the 

Welsh Government to provide practitioners with an effective model of 

peer-to-peer collaboration. PLCs are based on current research on 

the effectiveness of different types of peer-to-peer working and the 

characteristics of effective learning models. Using the National 

Model, PLCs have the potential enhance the quality of professional 

learning. (Welsh Government, 2013b). 

¶ In 2014, the Minister for Education and Skills launched the New Deal 

for the Education Workforce , underpinned by a Professional 

Learning Model (PLM).  The PLM is based on professional learning 

approaches proven to have the most sustainable impact on raising 

standards of professional practice.  One of the four core strands of 

the PLM is focussed on óEffective Collaborationô.  With the aim of 

extending the existing suite of PLC materials, the Welsh Government 

are in the process of developing new resources and exploring a 

range of alternative approaches to collaborative working. (Welsh 

Government 2015).     

 In turn, these initiatives are reinforced by: 1.5

¶ Support offered by the four regional education Consortia 

(Consortia), principally th rough linked Challenge Advisers (CA).  

As outlined in the National Model for Regional Working, Consortia 

have taken on a key role in supporting schools to improve the quality 

of teaching and literacy and numeracy, principally by supporting the 

implementation of the LNF alongside support offered by the NSP. 

Although the delivery model adopted by Consortia has differed 

depending on local circumstance, and the preferences of their 

constituent Local Authorities (LAs), a key part of this must include 

provision for each school to have access to a Challenge Advisor 

(CA). CAs provide a direct link between the Consortia, the 

appropriate LA and a school, and provide a source of support and 

challenge. Responsible for taking forward all aspects of school 

improvement, this includes support around teaching of literacy and 
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numeracy. Where required, CAs are authorised to broker access to 

specialist support. In many cases this will mean the provision of 

funding for access to support from subject specialists.  

¶ The Masters in Educational Practice  (MEP). In order to support the 

professional development of Newly Qualified Teachers (NQTs), the 

Welsh Government has supported the development of the MEP. This 

was developed by an alliance led by Cardiff University alongside 

Aberystwyth, Bangor and the Institute of Education (University 

College London), and delivered through a blended learning approach 

of online learning and learning events both of which are hosted by 

the University of Cardiff, together with face to face support from an 

External MEP Mentor. Within the MEP, Cardiff University modules 

are focussed specifically on literacy and numeracy, with this work 

being supported by MEP learning packs available online on Learning 

Wales. The scheme has provided an opportunity for every NQT in 

Wales who meets the eligibility criteria to study for a Masters level 

qualification.   

 

Rationale for the National Literacy and Numeracy Programmes  

 In 2009, a total of 132 schools and 3,720 pupils in Wales took part in the 1.6

Programme for International Student Assessment (PISA) (OECD, 2012). 

This study has taken place internationally every three years since 2000,2 

and provides countries with a comparative indication as to how their 15 

year old pupils perform in a series of tests in the three learning domains.  

These tests do not look at how well a pupil has mastered a specific 

curriculum, but explore reading, mathematical and scientific literacy in 

terms of general competencies (in other words, how well pupils can 

apply the knowledge and skills they have learned at school to real-life 

scenarios). The findings from this study alerted the Welsh Government 

to the need to focus specifically on raising attainment in the fields of 

                                                
2
Wales first took part in 2006. 
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reading and mathematics, where, as outlined below, Welsh 15-year-olds 

did not perform as well as many of their international peers. 

PISA 2009/12 attainment in reading 

 The 2009 survey revealed that, in Wales, the mean score for reading 1.7

(476 points) was below that of the OECD average across the 65 

participating countries and economies (493 points), and this had 

changed little by 2012 (a mean for Wales of 480 compared with an 

OECD mean of 496). Indeed, 29 countries in 2009 were found to have 

mean scores that were significantly higher than that of Wales. In both 

years, the scores in England, Scotland and Northern Ireland were also 

higher than in Wales.   

 The overall spread in attainment (from low to high) was similar to the 1.8

OECD average: a range of 307 points in 2009 in Wales (299 points in 

2012) compared to the OECD average of 305 (310 in 2012) and 

represented scores from below Level 1b to the bottom of Level 6 (the 

highest OECD level).  What is evident from Figure 1-1, however, is that, 

comparatively speaking; Welsh pupils had a higher proportion of low-

scoring pupils than the OECD average, and fewer pupils at the highest 

levels of attainment than was the mean for OECD countries. Over four 

fifths of all OECD pupils (81 per cent) in 2009 achieved a mean of Level 

2 or above, but in Wales the figure was 77 per cent. Equally, whereas 

over one third (36.7 per cent) of all pupils attained Level 4 and above, 

just over one quarter (26.7 per cent) of Welsh pupils did so and the 

proportion operating at the highest level (Level 6) was, at 0.6 per cent, 

lower than the mean for all OECD countries (0.8 per cent).   
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Figure  1-2: Percentage of 15 year olds achieving PISA reading 

proficiency levels  

 

Source: data sourced from óPISA2009, Achievement of 15-year-olds in Walesô 
3
 

 

 Wales had (and continues to have) one of the lowest attainment gaps 1.9

between boys and girls, suggesting that national strategies to improve 

the reading attainment of boys were having some success and that, 

therefore, further improvement in reading in both form (continuous and 

non-continuous texts) and activity (from access and retrieval to reflection 

and evaluation) was possible.  Nonetheless, the outcomes of the PISA 

tests suggest that there was some intensive work to be done to raise 

reading levels amongst 15-year-olds to a level comparable with many of 

their international peers. 

 

PISA 2009/12 attainment in mathematics 

 The story of comparatively poor performance was also noted for 1.10

mathematics, where 35 countries significantly outperformed Welsh 

pupils (38 in 2012). The mean Welsh score for mathematics (of 472 

                                                
3
 See Bradshaw J et al (2009) PISA 2009 (Online) Available at: 

http://www.nfer.ac.uk/publications/npdz02/npdz02.pdf (Accessed: 05/01/2015)  

http://www.nfer.ac.uk/publications/npdz02/npdz02.pdf
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points ï 468 in 2012) was significantly below that of the OCED average 

(496 pointsï 494 in 2012).  In Wales there was a comparatively small 

difference between the highest-attaining and the lowest-attaining pupils, 

but this was because Wales had a higher proportion at Level 1 or below 

than the OECD average (26.2 per cent compared to 22 per cent) and a 

lower proportion at the highest level (Level 6 - 0.6 per cent compared to 

3.1 per cent). Less than one fifth of Welsh pupils (19.3 per cent) 

achieved scores that would put them in the top three levels while, across 

all of the surveyed countries, the average achievement for combined 

Levels 4 to 6 was 31.6 per cent.  

The Welsh Government response  

 Following the publication of the outcomes of PISA 2009, the Welsh 1.11

Government set in motion a number of measures to promote specific 

improvements in literacy and numeracy amongst children and young 

people in Wales. These dedicated measures to facilitate school 

improvement (set out in paragraphs 1.2 to 1.5) were established in the 

context of a range of ongoing and related strategies and policy 

developments, including: 

¶ existing targeted policies (such as Cymorth and Flying Start, 

launched by the Welsh Government in 2006/07) that were intended 

to reduce existing socio-economic inequalities and narrow gaps in 

attainment. 

¶ policies intended to enhance the educational experience for all 

children (including the national roll-out of the Foundation Phase 

approach), enabling them to become independent learners, with an 

inclination and propensity to become problem solvers and make 

connections between subject areas. 

 The improvement measures have continued, both in terms of activity 1.12

that is directly related to the NLNP (a consultation on curriculum reform 

to align with LNF requirements in key subject areas) and in terms of 

Initial Teacher Education and Training (ITET), the wider curriculum and 

the introduction of further large-scale school improvement strategies. 
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Curriculum Developments   

 In March 2014, following a range of practitioner engagement activities, a 1.13

consultation (Welsh Government, 2014b) was launched on proposed 

revisions to two Areas of Learning (Language, Literacy and 

Communication Skills and; Mathematical Development within the 

Foundation Phase) and three Programmes of Study (Key Stages 2 to 4 

for English, Welsh first language, and mathematics) to complement the 

LNF. In its response (published in October 2014), the Welsh 

Government indicated that they: 

¶ had made changes to the programmes of study to reflect some 

concerns about the appropriateness of the challenges in 

mathematical skills (particularly around Key Stages 3 and 4) 

¶ would be clearer about expected progression, in terms of age and 

stage (particularly in the Foundation Phase) 

¶ would explore the options for tailoring NSP support to more 

effectively  address the issues about appropriate training support for 

teachers and practitioners raised during the consultation (Welsh 

Government, 2014f) 

¶ The new Areas of Learning and programmes of study were published 

in October 2014 ready to prepare schools for statutory introduction in 

September 2015.  

Developments under the wider education and skills agenda  

 In addition to the NLNP specific activities, a number of other advances 1.14

have been made under the wider education and skills agenda that may 

have implications for the operation and future direction of elements of 

the NLNP.  The first of these was the Tabberer review  of ITET in Wales 

(2013),4 which led to a number of recommendations including a specific 

emphasis on a review of pedagogic models (to ómake sure that trainees 

receive clear and consistent guidance on how they should organise 

                                                
4
 The recommendations and Welsh Government response are outlined at:  

Tabberer R (2013) A Review of Initial Teacher Training in Wales (Online) Available at: 
http://gov.wales/topics/educationandskills/publications/wagreviews/review-of-initial-teacher-
training-in-wales/?lang=en (Accessed: 05/01/2015) 

http://gov.wales/topics/educationandskills/publications/wagreviews/review-of-initial-teacher-training-in-wales/?lang=en
http://gov.wales/topics/educationandskills/publications/wagreviews/review-of-initial-teacher-training-in-wales/?lang=en
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teaching and learning in their subject(s) and phase(s)ô) and an increased 

focus on continuing professional development in schools. To build on the 

Tabberer review, Professor John Furlong was appointed as Walesô 

expert ITET Adviser in order to óhelp óraise the standard, quality and 

consistencyô of teacher training and of assessment in ITET across 

Wales. The report, óTeaching Tomorrowôs Teachersô published in 

March 2015, the outcomes of the review, and the process that was put in 

place following it, have clear implications for the ways in which ITET 

Centres and schools liaise about the ways in which the teaching of 

literacy and numeracy skills are (for example) conceptualised and 

integrated into classroom practice (and the wider curriculum). It also has 

implications for the level of support provided by schools to NQTs and 

those studying for a Masters in Educational Practice (Furlong, 2015).   

 Following the Hill review  in 20135,  the Welsh Government also 1.15

published a new framework for school improvement in Wales (February 

2014) in which a National Model for Regional Working  (through the 

Consortia) was outlined (Welsh Government, 2014d). This enshrines the 

role of the four Consortia working on behalf of LAs to promote improved 

outcomes for children and young people. A central pillar of the regional 

working framework is the commitment that every school should be 

allocated a named Challenge Advisor (CA). CAs have a specific remit to 

deliver a tiered package of support to schools considered at risk of 

underperforming, or that already show signs of underperformance. For 

some schools (such as those taking part in Schools Challenge Cymru ) 

this may also provide an opportunity to focus even more closely on the 

raising of attainment in literacy and numeracy, as well as on the further 

professional development for teachers.  

 More recently, in February 2015, Professor Graham Donaldson 1.16

published his independent review of curriculum and assessment 

arrangements in Wales entitled óSuccessful Futuresô. This set out 68 

                                                
5
 See papers at: Welsh Government (2014) The future delivery of education services in Wales 

(Online) Available at http://gov.wales/consultations/education/future-delivery-of-education-
services-in-wales/?lang=en (Accessed: 05/01/2015) 

http://gov.wales/consultations/education/future-delivery-of-education-services-in-wales/?lang=en
http://gov.wales/consultations/education/future-delivery-of-education-services-in-wales/?lang=en
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recommendations designed to órevisit and reassert the fundamental 

purposes of educationé and to recommend a curriculum and 

assessment arrangements that can best fulfil those purposes.ô 

(Donaldson, 2015).  Wide ranging in scope, these recommendations (if 

taken forward) have considerable implications for the nature and scope 

of the school curriculum in Wales, and the manner in which the 

performance of schools is assessed. Changes in these areas have the 

potential to have an impact on the performance of young people (one of 

the aims of the NLNP) and will need careful alignment with key initiatives 

such as the LNF and the National Tests. 

Evaluation aims and design  

 In considering the evaluation design for the NLNP we have had to take 1.17

cognisance both of the context into which it was launched (in which 

there were a number of existing strategies to promote attainment and 

school improvement), and the new interventions (and models of 

intervention) and education-related developments that have taken place 

since that date. Given the wealth of different support strategies, 

opportunities for continuous professional development and collaboration 

models for schools and teachers that are in operation in Wales at 

present, we must also acknowledge that the extent to which it will be 

possible to attribute any future observed increases in pupil attainment 

directly to the NLNP will be limited. Ascertaining the impact (or perceived 

impact) of elements of the NLNP (such as the LNF or the National Tests, 

as well as the support strategies that underpin them) are therefore 

essential.6 

 

Evaluation aims and objectives 

 The Welsh Government identified two principal aims for the study. These 1.18

were the need to evaluate how the NLNP has been interpreted and how 

the various activities related to the NLNP are being implemented. The 

                                                
6
 It should be emphasised that the support strategies, by themselves, are unlikely to lead 

directly to measurable increases in pupil attainment.   



16 

government were particularly interested in exploring and investigating 

any changes in: 

¶ teaching practice, including any changes in teachersô behaviour and 

approach in classrooms, in relation to pedagogy and the integration 

of literacy and numeracy in the curriculum, to the preparation of 

pupils for the National Tests and to their use of test data to inform 

practice.   

¶ educational standards, particularly the extent to which pupil 

attainment in  literacy and numeracy had improved as a result of the 

implementation of the NLNP. 

¶ pupilsô knowledge, exploring the extent to which a focus on literacy 

and numeracy had led (or was likely to lead) to improvements in pupil 

attainment in other subject areas, as a consequence of enhanced 

reading and numerical skills. 

 Given that the primary beneficiaries of the interventions that were being 1.19

put in place (particularly in relation to support) would be teachers (hence 

schools), there was a need to identify what the links might be between 

the NLNP inputs (including all the mechanisms that were being 

established to improve subject knowledge and pedagogy) and the 

anticipated outcomes from the NLNP.    

Research Design 

 In finalising the research design, we first undertook a scoping study, 1.20

which included a series of strategic interviews with the central policy 

team and a range of pertinent stakeholders, and a documentary review, 

in order to understand the concepts, policies and strategies that 

underpinned the NLNP.  These activities led to the construction of an 

overarching logic model for the study. As set out in Figure 1-2, this 

model summarised: 

¶ the underlying theories of change for the NLNP (including the 

evidence-based view that raising achievement is dependent on 

raising the quality and consistency of teaching)  

¶ the policy and practice assumptions underlying the intervention 

(underpinning the level of success of the NLNP are a number of 
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factors, not least of which are the awareness and engagement of 

education practitioners, and the support of stakeholders such as 

ITET Centres)  

¶ the various inputs arising from the introduction of the NLNP (including 

the LNF, the National Tests, the MEP and OTLN) alongside the 

support provided by the NSP, Consortia, and emerging changes to 

ITET)  

¶ the expected relationship between the inputs and the anticipated 

outputs, such as the number/proportion of schools that have 

accessed support through the NSP (during each Phase) and the 

number of OTL/OTNs in receipt of training to support the 

coaching/mentoring of óEmerging Practitionersô 

¶ the anticipated outcomes (both short and long term), which for 

teachers and schools in Wales, might include more effective use of 

assessment data to support teaching and learning; improved 

teaching of literacy and numeracy across the curriculum and a 

stronger culture of collaboration amongst education practitioners to 

support improved teaching of literacy and numeracy 

¶ the projected impact of the interventions, which were expected to be 

an improvement in the literacy and numeracy attainment of young 

people in Wales leading to improved educational outcomes relative to 

a) earlier cohorts of pupils at Key Stage 4, to b) peers in England and 

Northern Ireland at Key Stage 4 and to c) international peers (as 

measured by PISA, for example). 

 While the programme, as a whole, is ultimately designed to improve the 1.21

literacy and numeracy outcomes for children and young people, they are 

not the primary treatment group for the interventions (as noted in 

paragraph 1.19). Given that, the evaluation framework that we designed 

following the construction of the logic model, was set up to enable us to 

explore: 

¶ levels of awareness, understanding and engagement of the NLNP 

(and, more particularly, of the LNF and the National Tests) amongst 
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senior leaders and other education practitioners (including ITET 

Centres and trainee teachers), and amongst pupils and their parents 

¶ the relative effectiveness of the National Support Programme (NSP) 

and the range of other support strategies (including the Learning 

Wales website and the Professional Learning Communities) in 

communicating, promoting and assisting the implementation of the 

NLNP 

¶ the relative impact of enhanced teacher training (including through 

the Masters in Educational Practice) and CPD on the ability of 

teachers to promote effective learning strategies in the classroom. 

 In the longer-term, we will also assess the extent to which, based on the 1.22

perceived direction of travel, the NLNP is likely to achieve its aims 

(whether now and in the future).
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Figure 1-3: Summary logic model for the NLNP  

 

Source: SQW
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Sources of evidence 

 This report draws on a number of different sources of evidence (full 1.23

details of which are provided in Annex A).  These include: 

 interviews with key stakeholders ¶

 an e-survey sent to all senior leaders in primary and secondary ¶

schools in Wales (including special schools and pupil referral units) 

 an e-survey of all identified Outstanding Teachers of Literacy and/or ¶

Numeracy (OTLs and/or OTNs) 

 area based case studies involving case-study visits to 20 schools ¶

across four LAs 

 two thematic case studies. ¶

Interviews with key stakeholders (October 2013 and July-September 

2014) 

 Interviews with key stakeholders including,  1.24

 Project leads at the Welsh Government ¶

 the Literacy and Numeracy Lead at Estyn ¶

 , the Head of the MEP Alliance ¶

 the Expert Advisor to the Welsh Government for ITET ¶

 the Literacy and/or Numeracy Lead in each of the four Consortia ¶

 the Heads of the three ITET Centres in Wales ¶

 staff at the National Foundation for Educational Research (who ¶

designed the National Tests) and at CfBT Education Trust (who 

delivered the NSP). 

An e-survey of senior leaders (June-July 2014) 

 An e-survey was sent to senior leaders in every primary and secondary 1.25

school in Wales (including special schools and pupil referral units). The 

survey provided insight into: 

 levels of school engagement with the NLNP ¶

 reasons for accessing support or implementing changes ¶

 reasons for not accessing support or implementing changes  ¶
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 the challenges faced by schools accessing support and implementing ¶

changes  

 the perceived impact of the NLNP on the quality and consistency of ¶

the teaching of literacy and numeracy.  

 Based on a total of 1,575 valid email addresses, in total responses were 1.26

secured from 352 schools (a response rate of 22 per cent). Such a 

sample size has the potential to provide reasonably accurate insights 

into the population as a whole but care must be taken when examining 

the behaviour of sub-groups. 

 An e-survey of Outstanding Teachers of Literacy and/or Numeracy 

(June-July 2014) 

 An e-survey was sent to all OTLs/OTNs who had been identified at the 1.27

time of the survey (N= 162). The survey was designed to understand 

the: 

 types of professional that have taken on the role of an Outstanding ¶

Teacher 

 reasons that professionals chose to take up the role of an ¶

Outstanding Teacher 

 extent to which professionals have engaged with the Outstanding ¶

Teachers initiative  

 extent to which Outstanding Teachers are satisfied with the ¶

support/training provided for them 

 challenges faced by professionals in delivering the Outstanding ¶

Teachers initiative 

 effectiveness of the support offered by Outstanding Teachers. ¶

  

 Due to concerns around data security, the survey tool was sent out by 1.28

programme leads within the four Consortia. This restricted the extent to 

which it was possible to undertake an effective reminder strategy. 

Responses were received from 59 OTLNs (36 per cent). Although a 

good response rate for an e-survey this placed major constraints on the 

sophistication of the analysis we were able to conduct. 
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Area-based case studies (September-December 2014) 

 We undertook four area-based case studies involving visits to 20 1.29

schools across four LAs (one LA located in each Consortia area). Visits 

were undertaken to explore awareness, engagement and the impact of 

the NLNP on individual practitioners, schools, and the wider school 

cluster.  

 Where possible visits were undertaken in two secondary schools, two 1.30

primary schools and a special school or Pupil Referral Unit in each LA 

area (in one area we visited three primary schools rather than the two 

initially anticipated. See Annex A for more information). Over the course 

of the fieldwork, interviews were undertaken with a range of 

stakeholders including senior leaders (23), classroom teachers (40), 

parents (27) and pupils (116). We also spoke, where possible, to each 

schoolôs named Challenge Advisor (16) and NSP Partner (12).  

 Interviews were undertaken using a semi-structured topic guide. 1.31

Qualitative analysis software was used to code the responses and to 

support an accurate disaggregation of the views of sub-populations such 

as school leaders or classroom teachers. The views gathered from these 

interviews (and the case study interviews) are therefore the participants 

own self-reported experiences of the programme and should not be 

seen as representative of the situation across the country. This data 

does, however, provide robust data illustrating experience of those 

affected by the implementation of programme. 

Thematic case-studies (September-December 2014) 

 Two thematic case-studies were conducted. These explored the impact 1.32

of the NLNP on NQTs and the impact of reforms to literacy and 

numeracy provision within ITET. 

 The impact of the NLNP on NQTs: Interviews were undertaken with nine 1.33

recently qualified teachers (who had passed statutory induction within 

the academic year prior to our visit) and seven school-based mentors.  

 The impact of reforms to literacy and numeracy provision within ITET: A 1.34

case study visit was conducted to each of the three ITET Centres. 

Interviews were undertaken with a range of stakeholders in each Centre 
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including senior staff (8), lecturers (13), ITET Students (48) and school-

based mentors (2). 

Report Structure   

 The rest of the report is structured as follows:  1.35

¶ Section 2: Awareness of and confidence of education 

practitioners in implementing the LNF and the Tests. This section 

explores the level of awareness and understanding of the aims of the 

NLNP amongst education professionals in Wales.  

¶ Section 3: Engaging with  and implementing  the LNF and the 

National Tests. This section considers the implications arising from 

the introduction of the LNF and the National Tests for key 

stakeholder groups.  

¶ Section 4: Effectiveness of the support provided to schools to 

help them implement the LNF and the National Tests . We 

consider the effectiveness of the support made available to education 

professionals to help the introduction of the LNF and the National 

Tests.  

¶ Section 5: Awareness and understanding of the LNF and the 

Tests amongst pupils and their parents.  In this section, we 

consider the effectiveness of the approaches adopted by schools to 

raise the awareness and understanding of the LNF and the National 

Tests amongst pupils and their parents      

¶ Section 6: Emerging Impacts of the LNF and the National Tests . 

We consider the perceived impact to date of the NLNP on 

educational professionals and children and young people in Wales.    

¶ Section 7: Emerging Findings and Areas for Consideration . This 

section looks at the emerging implications of these early findings and 

presents issues for consideration for key stakeholders, including the 

Welsh Government, Consortia, ITET Centres, and schools. 
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2 Awareness of and confidence of education practitioners in 

implementing the LNF and the National Tests  

 

 To support an improvement in the quality of teaching and learning in 2.1

Wales, it will be crucial that education professionals in schools and ITET 

Centres understand the reasons for the implementation of the  LNF and 

the National Tests, and the outcomes that the Welsh Government hope 

to achieve. It is also important that they are confident about how to go 

about embedding both initiatives within their practice. To raise 

awareness of, and confidence in implementing, the LNF and the 

National Tests the Welsh Government have commissioned a range of 

different types of support, including the NSP. These have been designed 

to complement other activities delivered at a regional and a local level, 

including for example the support provided to schools by Challenge 

Advisors (CAs). This section will examine the extent to which 

practitioners have the confidence required to embed the LNF and the 

National Tests within their practice, and are aware of the support 

available to them in supporting this outcome. Where appropriate we will 

differentiate between levels of confidence at a strategic and operational 

level. 

Awareness of the LNF and the National Tests at a strategic level  

 In each of the education settings we visited (in September-December 2.2

2014), there was evidence that the introduction of the LNF and the 

National Tests had influenced onward strategic planning. However, that 

is not to say that the introduction of the LNF and the National Tests was 

equally prominent in such thinking. In most of the schools and ITET 

settings that we visited, senior staff felt that the LNF had been more 

influential in their thinking than the National Tests. A number of factors 

related to the National Tests appear to have contributed to this outcome: 

¶ School leaders in around one third of the schools (seven of the 20 

schools) we visited felt that the introduction of the National Tests had 

provoked a ómoral dilemmaô around the extent to which they felt able 

to trust the strength of their schemes of work to ensure that pupils 
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were prepared for tests, or whether changes would be required to 

support test-specific preparation. In most cases, the schools we 

spoke to had decided upon the former. However, as noted by a 

number of the CAs we spoke to, in schools where school leaders felt 

under pressure to achieve a rapid improvement in pupil outcomes, for 

instance those that had been placed in Special Measures, a much 

greater level of ócoachingô was taking place. For example a small 

number of the CAs we spoke to (three of sixteen) indicated that some 

schools intended to make changes to their schemes of work to free 

up more time for pupils to complete practice papers and receive 

targeted tuition to support them in areas where they had done less 

well. While it is to be expected that schools will want to prepare their 

pupils for the National Tests (and indeed, should do so), it was felt 

that, where such preparations were found to have narrowed the 

curriculum. This might not be considered a positive outcome.  

¶ While most of the case-study schools we visited were using National 

Test data to support teaching and learning, a small proportion had 

actively sought to minimise the effect of the introduction of the 

National Tests on their practice as they did not feel that the tests 

supported the development of children and young people or the wider 

approach of the school. It was felt that younger children, such as 

those in Years 2 to 4 (i.e. Foundation Phase to Key Stage 2), were 

too young to perform reliably under test conditions. As such, the data 

they generated was thought to be of little value to teachers who, 

school leaders believed, had a much more rounded understanding of 

the particular ability of individual children. 

¶ Amongst senior staff in ITET Centres it was noted that while it was 

clearly important that ITET students were aware of the tests, and 

what would be required of them, operational matters associated with 

their delivery were primarily a matter for schools. It was therefore 

trusted that placement schools would provide students with the 

exposure that they needed. It was noted that most courses included 

at least one module on assessment, but, only small changes had 
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been required to these modules in order to support the use of data 

collected through the National Tests.  

 

Confidence in implementing the LNF at a strategic level  

 Despite widespread acknowledgement of the importance of the LNF, 2.3

confidence amongst School Leaders in ensuring that it has been 

embedded effectively within the classroom environment was more 

mixed. Only one fifth (20%) of school leaders surveyed in the summer 

term of 2013/14 considered that their school had curriculum planning 

and assessment arrangements in place to support the introduction of the 

LNF. Although the proportion of schools with such arrangements in 

place is likely to have increased, following the introduction of a statutory 

requirement for schools to do so in September 2014 (Welsh 

Government, 2014), this will be re-examined in future fieldwork. 

 Amongst the school leaders we spoke to during the case study visits, 2.4

one of the key barriers to making progress in this area was felt to be a 

lack of guidance supporting the effective implementation of the LNF, 

and, in particular the assessment of pupil progress.7 While most 

interviewees indicated that they supported the overarching aims of the 

LNF and had put in place a strategy to support these, there was concern 

about the absence of clarity on the model(s) of practice that the Welsh 

Government were seeking to introduce. For example, one school leader 

noted that ówhat we really need is exemplification materials to show us 

what is required of usô (School Leader). By that, she meant case studies 

of how other schools had implemented the framework, in effect, 

something to indicate what ógood looked likeô. From her perspective, 

therefore, she felt that there was a danger that she was leading the 

school on a path that was incompatible with what the Welsh Government 

had intended.  

 This view was echoed by senior staff and lecturers in the three ITET 2.5

Centres. In all of the settings we visited staff voiced frustration at what 

                                                
7 This may reflect a lack of awareness of the range of guidance that had been produced by 
the WG to support the programmes and was made available  ï see  paragraph 2.16 to 2.17 
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they considered to be the lack of dialogue between the Centres and the 

Welsh Government around the development and delivery of the NLNP, 

and a lack of clarity about what type(s) of practice the Welsh 

Government hoped to see following its introduction. For example, while 

many of the practitioners we spoke to were strongly of the view that they 

knew what effective practice looks like, and that the strategies that they 

were putting in place would support an improvement both in the quality 

of teaching provided to ITET students, there was concern that such 

practices might not align with the expectations of the Welsh Government 

(and/or Estyn). For example one lecturer noted that óthere remains a lack 

of clarity about the requirement to assess (against the LNF). Some 

schools have quite well developed tracking systems. [However] reading 

the guidance Iôm not sure this is what is required. I think it distract[s] 

from the importance of diagnostic assessmentô (ITET Lecturer). Although 

they remained committed to encouraging students to focus on the quality 

of diagnostic assessment, they registered concern that they may not be 

preparing students for the type of approach encouraged by the Welsh 

Government.  

Awareness of, and confidence in, implementing the LNF and the 

National Tests at an operational level   

 Given the priority attached by most school leaders to the LNF, the level 2.6

of awareness amongst classroom teachers, in the schools we visited, 

was high. Indeed, in all of the schools that we visited every member of 

staff we interviewed recognised the LNF. The same was true for the 

National Tests, even where their school had not been required to 

administer them.  

Having said that, confidence in interpreting the LNF, in particular, was 

more variable. While most if not all of the practitioners we spoke to felt 

confident, they admitted that understanding amongst some of their 

colleagues was ómore patchyô (Secondary Practitioner). Such concerns 

were found to be particularly prevalent in the secondary schools we 

visited and amongst staff in departments that may not have traditionally 

have viewed themselves as óteachers of literacy or numeracyô (Primary 
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Practitioner). That said, in most of the schools we visited there was a 

feeling that óthey were getting thereô (Primary Practitioner). This view 

was corroborated through our interviews with the NSP Partners and CAs 

who took part in the fieldwork. A number of these recognised that the 

move towards approaches to teaching literacy and numeracy across the 

curriculum was one that secondary schools on the whole had found 

more challenging and felt that, as a result, embedding the LNF would 

require more time.   

 Such findings go some way to explain feedback received through our 2.7

survey of school leaders (undertaken in summer 2014). Just under two-

thirds (61 per cent) of the school leaders who responded to this 

question8 indicated that they considered their school to have either 

planning across the curriculum and/or assessment arrangements in 

place to support the introduction of the LNF. Nearly half of the 

respondents in a mainstream primary setting (46 per cent) indicated that 

this was the case, yet just over one tenth (13 per cent) of those school 

leaders in a mainstream secondary setting were of this view (See Figure 

2-1). 

                                                
8 Overall, some 70% of school leaders answered this question.  
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Figure 2-1: Schoolôs use of the Literacy and Numeracy Framework as a 
curriculum planning and assessment tool split by school type  

 
Source: Survey of School Leaders (June-July 2014) 

Type of question: Single-response 

Awareness and confidence of recently qualified teachers  

 A similar pattern was also evident in our conversations with recently 2.8

qualified teachers9 and their school-based mentors.  Amongst teachers 

who had received their initial-teacher education and training (ITET) since 

the launch of the LNF there was generally a feeling of confidence that 

they had been given the tools to embed the LNF in their practice. This 

was a view endorsed, in most cases, by their mentors. Indeed, a number 

indicated that due to their training these teachers were better prepared 

than their colleagues. One noted that óteachers are only just starting to 

get to grips with the LNF, to have someone in the staff room who has 

had a chance to think about what it means can be really helpfulô (School-

Based Student Mentor). Those teachers who had not entered the 

teaching profession immediately on the completion of their ITET, or who 

                                                
9
Teachers were targeted who had passed statutory induction within the last 12 months.  
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had received their ITET outside Wales, generally had much less 

confidence and felt that they required more support to work with the 

LNF. This appeared particularly true for non-English/Welsh or maths 

specialists at a secondary level, who felt that they had little prior 

exposure to effective pedagogical approaches for teaching literacy and 

numeracy. 

Awareness and confidence of staff in ITET Centres  

 As discussed in paragraph 2.3 it was evident that the introduction of the 2.9

NLNP (particularly the LNF) has had a considerable impact on strategic 

planning within Walesô three ITET Centres. Strategies were evidently in 

place to support improvements in the awareness and the confidence of 

three principle groups: academic staff, school-based mentors and 

student teachers: 

¶ Awareness and confidence of lecturers : As in schools, senior staff 

acknowledged that, while they were confident that all lecturers were 

aware of the LNF, and had taken steps to ensure that it was covered 

as appropriate during their contact time with students, there was still 

work to do. This picture was confirmed in our discussions with 

students. As noted by one student at Cardiff University óIn the first 

week we were told to bring a copy of the LNF to every lecture 

because you will need it. As promised, literacy and numeracy has 

been covered in every session weôve hadô (Student Teacher). Such 

comments illustrate the increased prominence that literacy and 

numeracy have clearly obtained. Indeed, senior staff in all three 

Centres indicated that their policy was for literacy and numeracy-

related objectives to be included in lessons wherever this was 

appropriate. However, through our interviews with students it was 

apparent that the practices advocated by some lecturers appeared 

inconsistent with this. Although most of the students we spoke to felt 

that they had been steered to use the objectives only where 

appropriate, a few indicated that academic staff had advocated other 

approaches including the suggestion that literacy and numeracy 

objectives should be included in all lessons.  
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¶ Awareness and confidence of school -based mentors:  Across the 

three ITET Centres there was also broad agreement, amongst senior 

staff, that in order to achieve the required step-change in the quality 

of teaching of literacy and numeracy by student teachers, they would 

need to change the depth of the relationship between ITET settings 

and school-based student mentors in placement schools. For 

instance it was noted that while schools continue to be in a position 

to choose whether to facilitate placements, ITET Centres óleverageô 

to seek improvements in the quality of support (where required) 

would remain weak. In one Centre, lecturers noted that, over the 

preceding year, one of their priorities had been to ensure that the 

personal literacy and numeracy of students was assessed 

consistently over their course, including while on placement. While 

they had felt able to ask school mentors to change the manner in 

which they assessed the performance of students, they felt that there 

was little they could do if it was evident that mentors themselves had 

deficiencies in this area, and this was having an impact on the quality 

of the support they provided.   

¶ Awareness and confidence of IT ET students:  Given the progress 

evident in developing awareness and understanding of the LNF 

amongst academic staff and student mentors, it is perhaps not 

surprising that, while most of the ITET students we spoke to were 

aware of it, and considered themselves to have taken steps to embed 

it within their practice, the manner that they had sought to do so, and 

the extent to which they had achieved this, was variable. A number of 

factors appeared influential: 

ü There was a perception amongst lecturers that post-graduate 

students had less time to tackle some of the issues that (they felt) 

could be explored in greater depth with students on a three or 

four year course. That said, most post-graduate students (while 

acknowledging gaps in their understanding around issues such 

as ótracking pupil progressô) felt that their course had óput them on 

the right trackô (ITET Student). 
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ü Some students studying Welsh-medium courses in two of the 

three ITET Centres considered themselves to have been 

disadvantaged relative to their peers who studied through the 

medium of English. Although not a view universally held by all of 

the students studying a Welsh-medium course, these 

interviewees reported that relevant resources were not always 

available to them in Welsh. As a result, they said they spent a lot 

of time translating resources so that they could use them on 

placement, rather than focussing on enriching their 

understanding as to they could be used more effectively.  

ü Generally, primary specialists appeared more secure in their 

understanding of the LNF than secondary specialists, particularly 

those secondary trainees looking to qualify in subjects not 

traditionally associated with the teaching of literacy and 

numeracy, such as Art or Music. This often appeared 

symptomatic of the level of understanding of their tutors/lecturers 

and the feeling of the perceived ease with which literacy and 

numeracy tasks could be included within lessons in that subject 

in a meaningful way.           
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Awareness of education professionals of  the support available to 

them in implementing the LNF and the National Tests  

 Given the concern expressed by some education professionals about 2.10

their confidence in embedding the LNF, administering the National Tests 

and internally managing the use of the test data in an effective manner, 

it is important to reflect on the relative levels of awareness and take-up 

of the support available both through the NLNP and indeed other 

sources. In doing so we must acknowledge the importance of support 

activities commissioned at a national and a regional/local level.   

The National Support Programme 

 Commissioned by the Welsh Government in January 2013, the NSP has 2.11

represented perhaps the single greatest investment to support schools 

in the implementation of the LNF. Perhaps unsurprisingly, given the 

expectation that all those schools that wish to should have gained 

access to tailored support (Phase 3 of the programme) by July 2014, 

awareness of the NSP was high amongst school leaders, with most in 

the mainstream primary and secondary schools to whom we spoke, 

indicating that their school had been in receipt of some support. 

Although it was acknowledged that initial lack of clarity around the 

eligibility of Special Schools and Pupil Referral Units (PRUs) for support 

from NSP Partners had meant that it had taken longer to access 

support, school leaders in three of the four such settings we visited knew 

who their partner was.  

 These figures reflect the findings from the survey of school leaders, with 2.12

nearly three quarters of responding primary schools and special schools 

and over half of responding secondary schools indicating that they had 

accessed such support (see Figure 2-2). 
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Figure 2-2: Schools accessing NSP support  

 

Source: Survey of School Leaders (June-July 2014) 
Type of question: Single response 

 Nonetheless, it was evident that at the time of the fieldwork  awareness 2.13

of the NSP was not universal amongst school leaders. Amongst those 

practitioners not in a leadership position awareness of the NSP 

appeared lower. In only one in seven of the 20 schools we visited were 

one or more practitioners aware of the NSP, and even fewer knew that 

their school had an NSP Partner. That said, in three of the schools 

where some staff indicated that they were not aware of any support, 

other colleagues indicated that the school had accessed support from 

the NSP. In such cases, limited awareness of the NSP may be 

explained, in some part, by the focus of Partners (at least in the initial 

stages of the NSP) in developing a good relationship with the school 

leaders, as might be expected in the early stages of the programme.  

Guidance and resources developed by the Welsh Government  

 To complement the resources developed through the NSP, the Welsh 2.14

Government has developed a range of materials to support education 

professionals to implement the LNF and the National Tests. In most 

cases, these have been published on the Learning Wales website. 

Despite evidence from the survey of school leaders to suggest that a 
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high proportion of schools have accessed these resources, feedback 

from staff at case study schools was more mixed. While over four-fifths 

(85%) of those school leaders surveyed said they had accessed 

materials to support the introduction of the National Tests, teaching staff 

in only around one half of the schools we visited indicated that they were 

aware of any such resources. Although it is likely that some practitioners 

may have accessed/are accessing resources developed by the Welsh 

Government without recognising their provenance, it could also reflect 

the decision by most schools to prioritise the implementation of the LNF 

over the National Tests. This is likely to have led teachers to look for 

resources related to the LNF not the National Tests. 

 In addition to the new resources developed to support priorities such as 2.15

the NLNP, the Welsh Government also migrated historic materials, felt to 

have continued relevance, to the Learning Wales website. As a result, 

Learning Wales now includes a page dedicated to PLCs. Initially 

launched in 2008 to support the implementation of the School 

Effectiveness Framework, guidance produced by the Welsh Government 

sought to provide education practitioners with an accurate summary of 

research exploring the effectiveness of different types of peer-to-peer 

working, and the characteristics of effective learning models. It was this 

thinking that led to the assertion of the national model. Updated in July 

2013, participation in a PLC continues to be one of the ways in which 

practitioners can address their professional development needs (Welsh 

Government, 2013b). Given the prominence accorded to the model in 

the performance management process, it was noticeable that school 

leaders in only one-quarter of the case study schools we visited (5 

schools) indicated that they were aware of the PLC model, although in a 

number of cases practitioners subsequently indicated that there was a 

PLC active in their school, with a focus on literacy and/or numeracy.   

  

The Outstanding Teacher of Literacy and/or Numeracy Programme 

 Through the School Effectiveness Grant, Consortia have been required 2.16

to support the ósharing of best practice through the use of outstanding 
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teachers  of literacy and numeracy to provide coaching and mentoring 

opportunities for teaching staff who are in need of additional supportô 

(Welsh Government, 2013c).  While it is worth noting that the 

programme was not designed to support every school in Wales, take-up 

does nonetheless seem limited. Of those school leaders who responded 

to our survey, just over one-tenth (14 per cent) indicated that staff at 

their school had accessed support, or were accessing support, from an 

OTL or an OTN. A similar proportion (13 per cent) reported that staff at 

their school had received training to support them in delivering support 

to other practitioners through the initiative.   

 Just under one third (32 per cent) of the school leaders who said that 2.17

they were not aware (or didnôt know/werenôt sure) that any staff at their 

school had accessed support, also indicated that they were not aware 

that there were any OTNs or OTLs active in their local area (See Figure 

2.3). Such findings were corroborated by our conversations with school 

leaders in case study schools. Only one-fifth of the schools we spoke to 

(four of the 20 schools) were either in receipt of support from an OTL or 

an OTN, or had a member of staff who was delivering support to other 

schools through the initiative. Given the use of locally specific 

terminology (for example the use of the term Lead Practitioner rather 

than Outstanding Teacher) and the range of other initiatives supported 

by Consortia that have aimed to support peer-to-peer working, this may 

mean that some schools are aware of or have accessed support funded 

through SEG without recognising it.  As a result, the Welsh Government 

may wish to consider if the programme is having the desired reach and 

whether the óOutstanding Teacherô brand should be reviewed.   
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Figure 2-3: Reaso n why schools have not accessed support from an 
Outstanding Teacher  of Literacy and/or Numeracy  

 
Source: Survey of School Leaders (June-July 2014)  

Type of question: Multi-response  
Number of eligible respondents: 291 

Awareness of other forms of support  

 As codified in the National Model for Regional Working, Consortia have 2.18

taken on a key role in supporting schools to improve the quality of 

teaching and literacy and numeracy, principally by supporting the 

implementation of the LNF (Welsh Government, 2014g). The delivery 

model adopted by Consortia has differed depending on local 

circumstance, and the preferences of their constituent LAs. Despite this, 

a key part of this must include provision for each school to have access 

to a Challenge Advisor10 (CA). In addition to support brokered by CAs, 

through School Effectiveness Grant (SEG) funding (from April 2015 

funding will be provided through the Education Improvement Grant) 

provided by the Welsh Government, Consortia have been required to 

support the ósharing of best practice through the use of outstanding 

teachers of literacy and numeracy to provide coaching and mentoring 

opportunities for teaching staff who are in need of additional supportô 

                                                
10

Pathways 2 Success Schools engaged in Schools Challenge Cymru (SCC) have access to 
an SCC Advisor, contracted by their local Consortia area but access to additional funding 
provided by the Welsh Government.  
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(Welsh Government, 2013b).  In this section we will also consider 

awareness and take-up of this initiative.  

 Challenge Advisors provide a direct link between the Consortia, the 2.19

appropriate LA, and a school, and are responsible for supporting school 

improvement through support and challenge. Although responsible for all 

elements of school improvement, their remit includes specific reference 

to promoting improvements in the quality of teaching of literacy and 

numeracy. Where required, CAs are authorised to broker access to 

specialist support, such as access to an Advisory Teacher11. Reflecting 

the important role that CAs play within the school improvement process, 

all of the senior leaders we spoke to were aware of their work. However, 

it was notable that in around one-third of the schools we visited (six 

schools) school leaders indicated that they had received no support from 

them. Common reasons given for the lack of support were sickness, ill 

health and retirement, meaning that a CA had been forced to relinquish 

their role.  In a number of cases, school leaders were unclear who (if 

anyone) had now taken over their role.  

 Identifying awareness amongst practitioners of the support available 2.20

from CAs was understandably much more difficult. Interestingly, 

practitioners in over half of the schools we visited (11 schools) indicated 

that they were aware of, or had accessed external support coordinated, 

or delivered, at a local level. Of these, staff in five schools indicated that 

support had been accessed through the Consortia, but did not know 

whether their schools CA had played a role in assisting with gaining 

access to this support. While some of this support may have been 

offered independently, much, in reality, is likely to have been accessed 

by the school as a consequence of such assistance.  

                                                
11

In some areas these are referred to as Associate Partners. 
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The Masters in Educational Practice  

 In order to support the professional development of NQTs the Welsh 2.21

Government has supported the development of the Masters in Education 

Practice. Surprisingly given the overall take-up rate across Wales (data 

from the MEP Alliance indicates that since 2012 over half of the NQTs 

employed in Wales have elected to study for the qualification12), only a 

relatively small proportion of the teachers and senior leaders to whom 

we spoke (teachers and senior leaders in 6 of the 20 schools we visited) 

indicated that they knew of the scheme. However, this may be a function 

of their role: in most cases such staff were not responsible for supporting 

NQTs at the school. Where it is a function, awareness was much higher. 

It was also notable that all of the recently qualified teachers we spoke to 

outside of the case study schools knew of the MEP, even if they had 

subsequently chosen not to enrol.  

Awareness of the support available amongst educational professionals 

within ITET settings  

 Contrary to the relatively low level of awareness amongst school leaders 2.22

in schools of the range of support available to them, the level of 

awareness of senior staff in ITET Centres was much higher. As noted by 

one Head of School ómaintaining a good understanding of the prevailing 

policy environment is vital if we are to adequately support our studentsô 

(Head of School at a Teacher Training Centre). A number went on to 

note that they or their colleagues had been commissioned by the Welsh 

Government to support the development of some of the 

guidance/resources published on Learning Wales to support the 

implementation of the LNF (including in one case an early draft of the 

LNF). This was felt to have given them a better insight into the Welsh 

Governments thinking.  That said, there was also frustration that despite 

the implications of the introduction of the LNF for teacher training, ITET 

Centres themselves had had a limited opportunity to benefit from the 

                                                
12

See MEP Alliance (2014) Masters in Educational Practice (Online) Available at: 
http://walesmep.ac.uk/ (Accessed: 05/01/2015) 

http://walesmep.ac.uk/
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professional discourse facilitated by initiatives such as the NSP. A 

number of academic staff indicated that they felt that they would benefit 

from additional exposure. 

 

Key Findings:  

Awareness of, and confidence in implementing the LNF and the National 
Tests  

¶ The introduction of the LNF and National Tests led to changes in strategic 

planning in most settings. The LNF appears to have been more influential, with 

senior leaders in schools resisting the adoption of approaches that might 
encourage óteaching to the testsô.  

¶ In the few cases where senior leaders said they had prioritised the National 

Tests it was felt that this arose from a lack of confidence in their schoolôs 
schemes of work to deliver an improvement in pupil reading and numeracy.  

¶ Practitioners considered a key barrier to the implementation of the LNF and 

the National Tests (including the use of test data to support teaching and 

learning) had been what they saw as a lack of initial guidance on how the 

Welsh Government expected them to put it into practice and support to help 
them do so.  

ü In ITET Centres senior staff were frustrated by a perceived lack of clarity 

about the types of practice that the Welsh Government hoped to see 
following the introduction of the NLNP  

ü A common concern amongst school leaders was a lack of clear guidance 

on how they were expected to assess the progress of pupils against the 
expectation statements set out in the LNF.   

¶ Confidence in implementing the LNF and using the National Test data at an 

operational level was also mixed. Overall, confidence was found to be higher 

amongst primary practitioners than amongst secondary practitioners, where 

the implementation of teaching across the curriculum was reported to be more 
challenging.    

Awareness and take -up by education professionals of the support available 
to them in impl ementing the LNF and the National Tests  

¶ Awareness and take-up of the NSP was high amongst surveyed school 

leaders, although there was a perceived lack of clarity around the eligibility of 
specialist schools.  

¶ Awareness and take up of guidance and resources to support schools in 

implementing the National Tests was reasonably high amongst case-study 

schools. There was however evidence of frustration amongst practitioners 
around guidance to support them in the implementation of the LNF.  

¶ Awareness of the MEP was high amongst the recently qualified teachers we 

interviewed, and the schools that employed them, but was low where the 
school had not recently employed an NQT.  

¶ The level of support available to schools at a regional/local level was seen as 

variable: 

ü Support from CAs to help improve the quality of their teaching of literacy 

and numeracy was mixed. A few case-study schools indicated that they 
had received no support from their CA.  

ü Awareness and take-up of OTLN appears to have been relatively low. Just 

over one tenth of the respondents to the school leaders survey indicated 

that their school had either accessed support from an OTL or OTN or staff 
at the school had received support to become an OTL or an OTN.   
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3 Engaging with and implementing the  LNF and the National 

Reading and Numeracy Tests  

 Explicitly developed to support an improvement in the quality of teaching 3.1

and learning of literacy and numeracy, both the LNF and the National 

Tests have the potential to challenge the pedagogical practices and 

administrative processes of educational professionals. However, 

ultimately, whether these initiatives will have the desired effect will 

depend on the choices made by education professionals based on their 

understanding of what is being required of them, and their willingness to 

modify their approach. Where professionals seek to modify their 

practice, depending on their level of understanding, it is likely that a 

number of different strategies and approaches will be adopted. Based on 

our interviews with education professionals in schools and ITET Centres 

(in September-December 2014), and the findings of the survey of school 

leaders, (undertaken in June-July 2014) in this section we will reflect on 

the implications arising from the introduction of the LNF and the National 

Tests at a strategic and operational level, both in terms of pedagogical 

practice and the administrative systems and processes used by schools 

to support improvements in teaching and learning. 

Implications for Pedagogical practice  

 As discussed in Section 2, school leaders in case study areas indicated 3.2

that the introduction of the LNF and the National Tests had led them to 

make changes at a strategic level. Many of these changes were 

designed to support developments in pedagogical practice. However, 

while there was consensus regarding the types of pedagogical practice 

that the introduction of the LNF and the National Tests were designed to 

support, such as learning across the curriculum and their value in 

promoting an improvement in the quality of teaching and learning, there 

was much less agreement about the types of strategy or approach best 

suited to support their implementation.  

 



42 

Implications for pedagogical practice in schools arising from the 

introduction of the LNF 

 At a strategic level, school leaders in just under three-quarters of the 3.3

schools we visited (14 of the 20 schools) indicated that following the 

introduction of the LNF, literacy and numeracy had become a greater 

priority. This heightened status was demonstrated in a number of ways:  

¶ In eight of the visited schools, school leaders had sought to revisit 

their schoolsô development plan (in some cases this was referred to 

as the school improvement plan), and had ensured that this explicitly 

made reference to the LNF. Such changes were felt to be particularly 

important in larger secondary schools, where ensuring that the LNF 

was mentioned in the school development plan was seen as a key 

way of prioritising it across the school.  

¶ In five of the visited schools, school leaders had sought to recruit a 

literacy and/or a numeracy coordinator (in some cases called the 

LNF coordinator) where these roles had not already been assigned. 

In a number of other cases, the roles of literacy and numeracy 

coordinators had been reassigned to the Head of English/Welsh and 

the Head of Maths. Such changes were seen as a powerful way both 

of highlighting to other practitioners the importance placed on it by 

school leaders and ensuring that progress in implementing the LNF 

was monitored effectively.  

 A general consensus around the importance of the LNF was 3.4

underpinned by an emerging understanding of the pedagogical 

implications arising from its introduction. Key amongst these was 

acknowledgement of the potential benefits of using the LNF to support 

the promotion of ócross -curricularô learning of literacy and numeracy as 

well as the ólearning of literacy and numeracy across the 

curriculumô. However, although ócross -curricular learning ô was a 

concept widely used by practitioners in the schools we visited, further 

exploration revealed that there was little shared understanding of the 

types, strategies and approaches that were effective in promoting the 

learning of literacy and numeracy skills in this way. 
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 Embedding the LNF within the existing curriculum 

 Most of the schools we visited had spent time assessing the coverage of 3.5

the existing scheme of work offered at the school against the LNF. 

However, the decisions taken as a result had differed markedly, 

particularly within the mainstream primary schools we visited. In a 

number of the schools, the level of change required was perceived to be 

minimal as many of the principles underpinning the LNF were already 

felt to be in place. As such the emphasis had been placed on ensuring 

that links across the curriculum were enhanced. In others, the decision 

had been taken that a much greater degree of change was required. In 

such cases, the solution was often seen to be the option of buying in a 

new scheme or programme of work óoff the shelfô. As noted by one of the 

NSP Partners we spoke to, while neither approach is intrinsically better 

or worse than the other (indeed it was noted that many of these óoff the 

shelfô solutions came with the assurance that óthe LNF was coveredô) 

there was concern that this approach would lead to complacency in 

ensuring that the rationale behind the change was understood by 

practitioners.  

 In the secondary schools we visited, the issue of ócoverageô had been 3.6

approached in a different way. Mindful of the duty on schools (from 

September 2014) to assess pupilsô progress against the expectation 

statements set out in the LNF, many of these schools had looked to 

develop a school-wide tracking system. In schools adopting this 

approach, individual departments were commonly required to identify 

óexpectationsô for which they would take responsibility. Individual 

departments were then accountable for embedding tasks within their 

schemes of work to support the development of the skills of pupils in 

these areas, and then monitor the performance of pupils in obtaining 

them. While the guidance produced by the Welsh Government is 

potentially a useful tool, a number of the NSP Partners we spoke to (four 

of twelve), felt that schools were unclear whether such a whole-school 

approach is required, or if it is conducive to the type of teaching literacy 

and numeracy across the curriculum that is desired. For example, in a 

number of the schools we visited it was unclear whether staff saw óthe 



44 

expectationsô that they were responsible for as the only part of the LNF 

that they would be required to incorporate within their practice, or 

whether they would in fact look to support the development of literacy 

and numeracy skills wherever appropriate. In such instances there were 

calls for the Welsh Government to provide clearer guidance on how 

schools were expected to behave.  

Embedding the LNF within lesson planning  

 To support the identification of opportunities for the inclusion of literacy 3.7

and numeracy tasks within lessons, school leaders in just under half of 

the schools we visited (nine schools) had issued new guidance to 

practitioners governing lesson planning, and, in particular, the setting of 

lesson objectives. Although, in most cases, this guidance appeared to 

have supported the identification of where literacy and numeracy 

objectives could be included within lessons in a ómeaningfulô way, in a 

small number of cases there was evidence that staff felt there was a 

requirement to ensure that each lesson included such tasks. Where 

such guidance had been issued, practitioners were commonly found to 

feel that this had narrowed the curriculum available to their pupils. 

Furthermore, even within schools where staff had been encouraged to 

include literacy and numeracy tasks within their lessons, there was 

concern, that in some cases, the link between the task and the rest of 

the lesson was weak. Having said this, while acknowledging the 

weaknesses in some of the approaches adopted a number of staff we 

spoke to felt that óyou have to start somewhereô. For example, in one 

mainstream secondary school, practitioners had sought to introduce the 

LNF through the development of starter and plenary exercises for use in 

non-English and non-maths lessons. While staff recognised that there 

was more to do, they felt that embedding a cross-curricular approach 

would take time.   

Using óRich Tasksô to support cross-curricular learning   

 Another common device identified by schools to support the introduction 3.8

of a cross-curricular approach was that of what many schools referred to 
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as a óRich Taskô, a concept that normally includes a project connecting 

different subjects, involving a variety of teaching and learning methods 

and linking to the wider world beyond the classroom. Practitioners in just 

over one-quarter of the schools we visited indicated that this concept 

was influencing their thinking.  

 However, understanding of what made a task óRichô, and how such tasks 3.9

could be deployed effectively was mixed. In most cases, staff stressed 

the importance of ensuring that óRichô tasks placed the learning of skills 

within a óreal-worldô context. Some staff felt that such tasks should be 

deployed in order to support the extension of learning in other subjects. 

Others, however, appeared to start from the identification of specific 

literacy and numeracy skills and then sought to find a home for them in 

their subject curriculum. Practitioners at some schools worried that this 

latter approach could promote the idea that such tasks were óadd-onsô, 

and so could diminish the quality of the cross-curricular teaching. 

Implications for pedagogical practice in IT ET Centres arising from 

the introduc tion of the LNF  

 The desire to support the development of approaches to teaching 3.10

literacy and numeracy across the curriculum was also identified as a 

priority by staff and students in the ITET settings we visited. This was 

also underpinned by a strong desire to improve the quality of personal 

literacy and numeracy amongst staff and students. Undoubtedly 

influenced by the introduction of the LNF, these priorities also appear to 

have been driven by recent guidance from Estyn (Estyn, 2013), and the 

publication of the Tabberer review, (Tabberer, 2013) both of which were 

felt to have highlighted room for improvement in these areas.  

 As in most schools, in order to support the implementation of the LNF, 3.11

and the promotion of approaches to teaching literacy and numeracy 

across the curriculum, senior staff in all three Centres had looked to 

make changes to strategic planning documents. In two of the three 

Centres this had led to wholesale re-validation of all courses delivered 

by the Centre.  
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 Key actions as part of this change included the appraisal of existing 3.12

schemes of work, and/or the recruitment of new Literacy and Numeracy 

Coordinators. In one Centre, the roles of Literacy and Numeracy 

Coordinators were new and had led to an external recruitment process. 

In the other two Centres (where these roles had already been filled), the 

role had been given greater prestige (for instance by being granted 

additional management time). Amongst the staff we spoke to this 

process had had a number of implications at an operational level: 

¶ There was commonly perceived to be an expectation that the LNF 

should underpin all lesson planning, and, as such, should be 

referenced in most lectures and seminars. There was also broad 

acceptance that the effectiveness of trainee teachers to teach literacy 

and numeracy across the curriculum should be central to the way 

that the progress of trainee teachers would be assessed. In two of 

the three Centres this had led to explicit consideration of how 

academic staff are required to interpret the existing Qualified Teacher 

Status (QTS) standards resulting in the production of new guidance. 

In one of the Centres, lecturers had also produced a new guide on 

óHow to Plan for the LNFô. Most staff and students appeared to be 

using this to inform their practice.   

¶ There was common acceptance of the need to improve the quality 

and consistency of support offered to ITET students while on 

placement. In all three Centres this had led to changes in the 

guidance given to mentors on how to assess the progress of their 

students. In two of the three Centres, changes had also been made 

to the assessment forms used by mentors to ensure more explicit 

acknowledgement of the ability of students to teach literacy and 

numeracy.  

 Concern about the personal literacy and numeracy skills of both ITET 3.13

staff and students was found to pre-date the introduction of the LNF. 

Without doubt, however, its introduction had led to a renewed focus in 

this area. In line with guidance produced by Estyn (Estyn, 2014), in all 

three Centres there was evidence that students were subject to periodic 



47 

audits of their personal literacy and numeracy skills. Where deficiencies 

were identified, students were able to access a tailored programme of 

support, often from a subject specialist. Alongside the support provided 

for ITET students, staff also indicated that, over the course of the last 

year, their practice had come under increased scrutiny. In one Centre, 

all staff had been asked to complete a self-evaluation of their practice. 

The findings of this review had been used to inform the development of 

a targeted development programme. Following the training, staff noted 

that an assessment of the personal literacy and numeracy skills 

exhibited by staff was likely to form part of the annual auditing process. 

 Despite the evident progress made by Centres in seeking to put in place 3.14

the infrastructure required to support the implementation of a cross-

curricular approach, there was acknowledgement that there was still 

some way to go. The greatest challenge was considered to be ensuring 

consistent practices across the staff body (see paragraph 2.10).  

Pedagogical implications  arising from the introduction of the 

National Reading and Numeracy Tests  

 In order to understand the extent to which the National Tests have 3.15

supported changes in pedagogical practice, it is important to consider 

the priority attached to them by education professionals. As will be 

discussed in Section 4, it was evident that, in the majority of schools, 

school leaders sought to find a balance between preparing pupils for the 

tests, and óteaching to the testô. Given the priority attached to avoiding 

óovert coachingô, it was perhaps not surprising that few indicated that 

they had knowingly countenanced changes to their schools approach to 

teaching and learning prompted solely by the introduction of the National 

Tests.  
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Figure 3-1: Extent to which the National R eading and Numeracy Test 

have been useful in identifying particular groups of pupils for targeted 

support  

 

Source: Survey of School Leaders (June-July 2015) 
Type of question: Single-response  

Number of eligible respondents: 352 

 In reality, the picture may be more complex.  Between two-fifths (39 per 3.16

cent) and three-fifths (55 per cent)  of the school leaders who responded 

to our survey indicated that they had found the tests to be a useful 

source of information in identifying the needs of pupils at their school 

(see Figure 3-1)  and in deciding who went on to receive targeted 

support. During the visits, it was evident that most of the case-study 

schools had used assessment data collected through the tests to 

support school development planning. 

 Just over half of the survey respondents (56 per cent) indicated that, 3.17

following the introduction of the National Numeracy Tests, they would be 

continuing to make use of other standardised tests to support teaching 

and learning at their school (see Figure 3-2). The proportion doing so 

following the introduction of the National Reading Tests was even 

higher, at just under three-quarters (76 per cent) of the respondents (see 

Figure 3-2). Although staff acknowledged the importance of assessing 

pupilsô skill level in these areas, it was argued that practitioners needed 
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to develop a much more holistic understanding of their skill level, for 

instance the strength of a pupilôs spelling, writing skills or oracy skills. As 

a result, schools indicated that they would continue to use other tests to 

support teaching and learning in these areas. 

Figure 3-2: Use of tests pupils in Years 2 to 9 in addition to the National 

Tests  

 

Source: Survey of School Leaders (June-July 2014) 
Type of question: Single-response  

Number of eligible respondents: 352 

 Further to this, some of the practitioners we spoke to in case-study 3.18

schools registered concern about the suitability of the tests for a high 

proportion of the school cohort. In one school it was estimated that ó50 

per cent of each year group were of a sufficient ability to access the 

contentô (School Leader), though this experience may not represent all 

schools as the perceived suitability of tests is likely to vary by each 

schoolôs cohort. This finding was supported in responses to the survey of 

schools leaders. Just under two-fifths of all respondents indicated that 

they felt that the National Tests (the National Reading Test, 42 per cent; 
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the procedural numeracy test, 39 per cent; and the numerical reasoning 

test, 39 per cent) did not test the skills of óunderperforming pupilsô13 

effectively.  

 For pupils with additional learning needs, the proportion of school 3.19

leaders who felt that the tests did not test their skills effectively rose to 

around half (60 per cent, 52 per cent and 47 per cent respectively). The 

possible different needs of pupils with Special Educational Needs and 

Disabilities (who constitute a sub-set of the AL population) had been 

anticipated by the Welsh Government which had issued guidance to 

schools (and parents) at the time the tests were introduced explaining in 

what circumstances tests could be disapplied14 (meaning that a pupil 

would not sit a particular test). A previous research report commissioned 

by the Welsh Government showed that, despite some initial uncertainty 

about the use of the disapplication arrangements, around two-fifths 

(40%) of  schools had made use of the disapplication arrangements after 

following the Welsh Government guidance materials (BMG, 2014). 

 Despite the fact that the Welsh Government has not used National Test 3.20

data to assess the performance of schools (for example National Test 

data is not used to support School Categorisation) many of the school 

leaders we spoke were concerned that they (and Estyn) would do so in 

the future.  

 Further to this they thought that it was likely that they would soon be 3.21

assessed on the extent to which the analysis of the assessment data 

produced was being embedded within the schools assessment and 

planning processes (as will indeed be the case through Stage 2 of the 

School Categorisation process). As such, these schools were taking 

                                                
13

 It should be noted that there was no standard definition of óunderperforming pupilsô and 
respondents answered related questions based on their own understanding of the term. 
14

 Welsh Government guidance sets out that while most pupils will be expected to be able to 
access the tests, there may be some pupils that require some additional support to do so. As 
a result range of access arrangements were put in place to including a suite of modified tests. 
For the small number of learners who, are unable to participate, notwithstanding these 
arrangements, procedures are in place to allow the tests to be disapplied. In such cases the 
pupil would take a test for the appropriate national curriculum year group at which they are 
operating so that schools could still gain a source of diagnostic information. Decisions on 
access arrangements and disapplication are made by individual headteachers. 
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steps to ensure that the analysis of test data was seen to be central to 

their planning (even for those with concerns about the accuracy of the 

tests as a measure of pupilsô progress) though some often considered 

other measures as more important. One school leader argued that ówhen 

Estyn next visit us it will be the quality of our paperwork not the quality of 

our practice which means we donôt get [rated as] Excellentô (Senior 

Leader). Incorporating National Test data into the schoolôs self-

evaluation process was regarded as a key way of demonstrating 

competence.  

 Our discussion with stakeholders also highlighted an issue that was 3.22

overcome during the initial round of tests. This required the test 

contractors to use live data for the standardisation process rather than 

óage standardisedô data during the pre-testing process. This was 

ascribed to the timescale and deadline for delivery of the tests.   
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Implications for Administrative Processes  

 In response to the introduction of the LNF and the National Tests, it was 3.23

evident that schools, and, to a lesser extent, ITET Centres had made 

changes to administrative processes. Such changes were, on the whole, 

designed to support the embedding of the LNF and the National Tests 

within the curriculum planning and assessment processes and to 

support the improvement of the quality of teaching and learning within 

the school. While most of the education professionals we spoke to felt 

that the processes that they were putting in place would support this 

outcome, there was concern that many of these had led to a number of 

one-off costs (in both time and money) and were likely to increase the 

overall burden on teaching and support staff. 

Implications for schoolsô administrative processes 

 As discussed in paragraph 3.6, many schools sought to invest in, or 3.24

develop, a school-wide tracking system to support the assessment of 

pupil progress against the age-related expectations of the LNF. Where 

such systems had been put in place, it was found to be common practice 

that practitioners would update this (for pupils taught by them), on a 

termly basis. In many of the secondary schools we spoke to, and mindful 

of the potential burden on staff, the decision had been taken (often 

following an initial exercise mapping the objectives of the LNF against 

the school curriculum) to make reporting the progress of pupils against 

particular expectation statements in literacy and numeracy the 

responsibility of individual departments, so that no one practitioner (or 

any one department) would need to report against all of the indicators. In 

most primary schools, however, it was indicated that the responsibility 

for completing such a tool would fall on the class teacher. Although 

collecting such data was considered a useful process, in many of these 

schools it was felt that it was unrealistic to expect practitioners to also 

continue to assess the progress of pupils against the National 

Curriculum. 

 Most of the schools we visited said that the introduction of the LNF had 3.25

led to changes to school guidance around lesson planning, incorporating 
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in particular a requirement to consider the inclusion of literacy and 

numeracy tasks. Amongst the practitioners we spoke to, there was 

recognition that planning lessons with a cross-curricular element were 

more time consuming than standard subject-specific lessons, and often 

required the development of bespoke resources. It was acknowledged 

that, as practitioners became more used to this approach, the extra time 

commitment would lessen, but there was a view that, in the short-term at 

least, it was important that staff were not overburdened. In this context, a 

number of practitioners we interviewed expressed concern that the need 

to react to new Programmes of Study had the potential to distract them 

from truly getting to grips with the LNF, meaning that the benefits of a 

truly cross-curricular approach were never fully realised.  

 Consistent with research undertaken by BMG Research in 2013 on the 3.26

óImplementation of the NRNTô (Welsh Government, 2013f) practitioners 

in case study schools indicated that the introduction of the National 

Tests had also had implications for administrative processes at the 

school, in particular the need for schools to support the marking, and 

moderation of tests scripts (other than for the Numerical Reasoning 

Test, for which schools had access to a supported marking service), and 

the need to incorporate test data into the schoolsô performance 

management system. Staff appeared to have taken a number of 

approaches to responding to these requirements:  

¶ On the whole, the schools we spoke to appear to have found 

resourcing the marking of test scripts within the timeframe prescribed 

by the Welsh Government extremely difficult. Despite widespread 

acknowledgement of the value of marking scripts internally, it was 

acknowledged in one (of the twenty schools we visited) that grant 

funding provided by the Welsh Government had been used to pay 

external markers (in at least one LA, union action had meant that 

practitioners had refused to mark the scripts). This had meant that 

the school had not had access to individual results. Other schools 

had handed responsibility for this task to Learning Support 

Assistants.  
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¶ All of the schools we spoke to had worked to embed the collection 

and analysis of test data within the schoolôs performance 

management systems. The approach of schools to this task 

appeared largely to have depended on their pre-existing approach. In 

some cases it was evident that schools had also looked to take 

advantage of preferential commissioning arrangements for new 

performance management systems brokered by their Consortium. As 

a result, while some schools continued to use in-house systems, 

others had bought in to commercial packages. Where schools were 

already committed to a particular package, school leaders reported 

that their progress in embedding the data analysis of the National 

Tests had been limited by the speed of providers developing the 

required functionality. Bringing this functionality online had also had 

cost implications. In such circumstances, staff registered concerns 

that any changes to the approach taken by the Welsh Government 

would lead to wastage.  

Implications for the administrative processes used by ITET Centres  

 Within ITET settings the effect of the introduction of the LNF (and the 3.27

National Tests) on administrative processes has been negligible. This, to 

a large extent, reflects the fact that raising the quality of provision, 

including the quality of training available to students in literacy and 

numeracy, was already considered a strategic priority and resources 

were already in place to support this. For instance, Centres had already 

committed to structures designed to support the assessment of the 

personal literacy and numeracy of students, and recognised the need to 

change the way in which they worked with placement schools. That said, 

in all three Centres it was acknowledged that adapting courses to reflect 

the LNF had been time consuming ï particularly where it was felt that 

such courses required revalidation. In light of this commitment, senior 

staff were wary of the outcome of the review of curriculum and 

assessment, and any further changes that might be required in order to 

ensure that courses prepared students to use new Programmes of 

Study.  
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Key Findings:  

¶ There was evidence of a high level of engagement amongst education 

professionals in seeking to respond to the LNF.  

¶ The introduction of the National Tests appears to have had a greater impact on 
administrative processes in schools than on pedagogical practice, although 

some changes were evident (particularly in terms of school development 
planning).  

Implications for pedagogical practice  

¶ There has been widespread agreement around the need to introduce a more 

cross-curricular approach to teaching and learning. The strategies taken by 
primary and secondary schools have varied considerably.  

¶ There is evidence to suggest that many schools have made progress in 

implementing this approach, although most of the education professionals 

indicated more work was required before the approach would be fully 
embedded. 

¶ Common approaches have included: 

ü re-mapping the school curriculum to support the LNF 

ü changes to lesson planning to promote the inclusion of literacy and/or 
numeracy tasks across the curriculum 

ü an increased focus on the development and delivery of cross-curricular or 
óRich Tasksô.  

¶ While there is evidence that most schools have taken steps to embed the LNF 

within their schoolôs performance management systems, our findings show that 

there remain some concerns around the extent to which tracking the progress 

of pupils against the expectations statements set out in the LNF provides 
sufficient data to inform changes in classroom practice.    

¶ Within ITET Centres, the desire to encourage ITET students to adopt a more 

cross-curricular approach to their teaching has been coupled with a perceived 

need to improve the personal literacy and numeracy skills of staff and 
students. Centres have responded to these priorities in a number of ways:  

ü changes to existing workforce development activities  

ü changes to guidance governing the assessment of students, and 

ü to prioritise the development of their personal literacy and numeracy skills 
and the quality of their teaching of literacy and numeracy 

¶ In ITET Centres, as might be expected, the National Tests have had a limited 

impact on pedagogical practice, although students are expected to be made 

aware of the tests and how to use assessment data effectively to support 
teaching and learning as part of their course.   

Implications for administrative processes  

¶ All of the schools we spoke to had taken steps to embed the LNF and the 

National Tests within the administrative processes.  

¶ This had resulted in: 

ü óOne offô costs, which included the decision in some schools to buy a new 
óoff the shelfô performance management systems or a new curriculum.  

ü A perception that the overall burden on practitioners would increase. Key 

factors included the need to mark the test scripts, and the need to assess 

and record the progress of pupils against the expectation statements set 
out in the LNF.   

¶ The implications for ITET Centres arising from the introduction of the LNF and 
the National Tests have been minimal.  
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4 Effectiveness of the support provided to schools to help 

them implement the LNF and the National Tests  

 

 

 If the LNF and the National Tests are to support an improvement in the 4.1

quality of teaching and learning, particularly of literacy and numeracy, it 

is important that education professionals (particularly in schools) are 

supported in the development of a shared understanding of the 

pedagogical implications of their introduction. As presented in Section 1 

the Welsh Government commissioned a range of support activities (at a 

national and regional level) to support practitioners embed the LNF and 

the National Tests within their practice. Such support has been designed 

to complement other sources of support already available to schools, for 

example, that provided by Consortia. As discussed in Section 2, 

awareness and take-up of the support available to schools (and 

individual practitioners) has been mixed. In this section we will reflect on 

the reasons for this, and the implications of this for effectiveness of the 

NLNP.  

Effectiveness of the National Support Programme  

 The NSP was explicitly commissioned by the Welsh Government in 4.2

January 2013 to support schools implement the LNF. Notwithstanding 

some initial confusion over the eligibility of special schools, across the 

schools we visited the level of willingness to engage with an NSP 

Partner amongst school leaders was reasonably high. This view was 

corroborated through our discussions with NSP Partners (in September-

December 2014 during phase 3 and 4 of the NSP). For instance, one 

noted that while she was now in active contact with nearly all of her 

schools. In the few schools that she had not yet managed to engage, 

she identified the personality of the headteacher, and the current 

performance of the school, as the key limiting factors. For example, one 

of her allocated schools was under new leadership and was working 

towards getting out of Special Measures. As a result, the headteacher 
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was thought to be reluctant to do anything that could distract staff from 

implementing his immediate priorities.  

 While all of the schools we talked to had engaged with their NSP 4.3

Partner, a more nuanced view emerged. In three of the schools we 

visited, school leaders indicated that they had been reluctant to engage 

with the NSP due to dissatisfaction with the quality of provision received 

at the initiation of the programme (where the LNF had been introduced 

initially by a series of cluster meetings). This was summarised by one 

school leader noting that ñI knew it [the training support] was available, 

but chose not to send anyone because of my own experienceò (School 

Leader).  

 Amongst schools that had sought to access later phases of the NSP (in 4.4

particular access to tailored support), satisfaction with the support on 

offer appeared mixed. Of those who responded to this question in the 

school leadersô survey15 (63 per cent of respondents), half indicated that 

they were either óquite happyô or óvery happyô with the support provided. 

Of those who had received support, the most highly satisfied were 

commonly those who had accessed bespoke or tailored support to help 

them implement their action plan. Where practitioners were found to be 

dissatisfied with the support provided, common issues included the 

timeliness of training and resources, the expertise of Partners, and the 

quality and scope of the support on offer. These issues are explored 

below. 

Timeliness of training and resources  

 In 10 of the 20 schools we visited, practitioners criticised the timing of 4.5

support provided through the NSP. In particular, a number of schools 

criticised the gap between the completion of their initial partner support 

visit, which alongside access to guidance and support in some cases 

included a school audit, and the opportunity to access further support to 

help them respond to their specific identified needs. A number of the 

                                                
15

The survey of school leaders was undertaken in June-July 2014.  
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NSP Partners we spoke to indicated that two main issues may have 

affected timings in some of the schools they were working with:  

¶ following the introduction of the LNF, discussions with CfBT and the 

Welsh Government as part of the contract negotiation process had 

led to the amendment of the format of the Phase 1 and a decision 

was made to remove the staggered approach to the delivery of this 

phase. Given that this was at the beginning of the support 

programme some NSP Partners were still being recruited. This 

meant that some schools who had engaged at the very start had had 

to wait slightly longer from their initial contact with the support 

programme for the beginning of Phase 2 (the opportunity to develop 

an action plan) than others. 

¶ following the launch of the LNF in January 2013 a number of  launch 

events were held through the NSP (in March 2013).  Phase 1 of the 

support programme (entitled óUnderstanding the LNFô) began later 

that year, running from June to December 2013. Phase 2 of the NSP 

(entitled óAudit to Action Planô) began in December 2013. As a result, 

and despite the fact that Welsh Government had produced a range of 

materials and resources on effective implementation, the initial phase 

was the sole vehicle by which NSP partners had an opportunity to 

gain an understanding of what support, in practice, individual schools 

might require to ensure effective implementation. This meant that 

some of the resources and guidance materials for the Phase 2 

support could not be developed in advance. In some cases NSP 

partners were sharing best practice with each other and producing 

tailored support materials to suit particular circumstances in the 

schools they were working with.  For some of the NSP partners we 

spoke to who were working in the case study schools this, led to a 

brief hiatus in support for some of the case study schools while the 

tailored materials that were required were developed.  

Expertise of NSP Partners 

 Perhaps of more concern, staff in eight of the schools we spoke to 4.6

criticised the relevant expertise of their NSP Partner. For example two 
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school leaders in secondary schools indicated that they had been given 

a Partner from a primary background with no expertise at secondary 

level. Amongst the special schools we spoke to, it was noted that, even 

where schools had a Partner, few had taught in a special school 

environment. This was felt to be particularly problematic where schools 

had sought clarity on what effective teaching of literacy and numeracy 

across the curriculum would look like in their environment and noted that 

their Partner did not have a clear frame of reference.  

 Understandably, the NSP Partners we spoke to did not feel that this was 4.7

a valid concern. A number noted that the óspeed at which they had been 

required to engage schoolsé [had meant that they had often been 

asked questions] before appropriate guidanceé [and resources on an 

identified issue] had been signed offé [centrally]ô (NSP Partner), and 

recognised that this could be seen to have given an impression of lack of 

confidence and credibility. Further to this, Partners felt that the manner 

in which they had been contracted (most appeared to be on short-term 

contracts) had meant that the turnover of Partners had been higher than 

might have been desirable (albeit that given the short term over which 

the contract was delivered this was considered the most appropriate way 

in which to contract staff). Where Partners were new to the Programme 

it was felt that this may have also led to the impression that Partners had 

insufficient expertise.  

Quality and scope of the support on offer 

 In our survey of school leaders, feedback on the ease of assessing 4.8

support from an NSP partner was mixed. While 30% of respondents 

indicated that they had not found accessing the support they needed 

from their partner to be challenging, a similar proportion, 26% did (see 

Figure 4-1). In most cases, where schools were dissatisfied with the 

support provided this appears to have been an issue of expectation 

management. As noted by one of the Challenge Advisors to whom we 

spoke óthere was clear expectation from schools that they would receive 

a lot of specialist supportô (Challenge Advisor). In reality, a number of 

NSP Partners registered concern about whether given the number of 
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schools allocated to each Partner they had sufficient capacity to meet 

this demand.  

Figure 4-1: Challenges to the school in accessing support from the 

National Support Programme (NSP)  

 

Source: Survey of School Leaders (June-July 2014) 
Type of Question: Single Response 

Number of Respondents: 352 
 
       

Effectiveness of the guidance and resources produced by the 

Welsh Government  

 As summarised in Section 2, awareness of the resources developed by 4.9

the Welsh Government was high amongst school leaders but more 

mixed amongst classroom practitioners. In some cases, practitioners in 

case-study schools were using resources produced by the Welsh 

Government, but were unaware of their provenance.  Such findings draw 

into question whether the existing marketing strategy is working in terms 

of teaching staff being able to understand where support and guidance 

is available. This is also true for recognising the source of any support 

and guidance they may access, and whether the potential benefits of the 

guidance materials and resources are being fully recognised. As noted 

by one school leader in a case study school: óto expect teachers to 
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regularly go online to access resources is to mistake the pressures that 

we are underô (School Leader). Further to this a practitioner noted that 

the financial pressure that their school was under, meant that staff had 

been asked to be careful about what resources they printed off in school. 

She felt that this had led to a reduction in the amount of material that 

was shared across the staff cohort and that óif the Welsh Government 

wishes their resources to be widely used, then they should avoid 

passing the costs of dissemination onto schoolsô (Primary Practitioner).    

 Where practitioners had accessed resources produced by the Welsh 4.10

Government, satisfaction was mixed. Although staff in a number of the 

case study schools16 indicated that they had found that the 

exemplification materials produced by the Welsh Government were 

useful in crystallising their thinking, other staff were more critical and felt 

that they were too generic and encouraged a superficial approach. 

Some practitioners indicated that guidance produced to support the 

implementation of the National Tests had been instructive, but others 

indicated that they had found this óvague and confusingô (Secondary 

Practitioner). At a glance such critical findings appear contrary to those 

of the survey of school leaders which showed that nearly four-fifths of 

respondents to the survey (79 per cent) indicated that they had found 

the test handbook for the National Reading Test to be either a quite 

useful, or a very useful resource. However, just under three-fifths (56 per 

cent) said the same about the test handbook for the Numerical 

Reasoning Test (see Figure 4-2).  

 Such differences highlight a more nuanced picture. Alongside the LNF, 4.11

the Numerical Reasoning test was commonly viewed as the more 

challenging to implement. As such, the Welsh Government may wish to 

consider what additional support can be provided to support schools in 

embedding these elements within their practice, or if schools simply 

require more time to get used to what is now required of them. 

                                                
16

 Case study visits were undertaken in September-December 2014 
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Figure 4-2: Usefulness  of  Test Handbook in supporting the delivery of 

the National Tests  

 

Source: Survey of School Leaders (June-July 2014) 
Type of Question: Single Response 

Number of Respondents: 352 
 

 When asked what additional support they would welcome, some clear 4.12

messages were evident. For instance, even though around half of the 

surveyed school leaders said that they had found the diagnostic tools for 

the various tests helpful, the proportions who indicated that they  would 

welcome more support in using the diagnostic tools was the same (or, in 

some cases) even higher. The Welsh Government may need to consider 

this in prioritising the development of guidance materials and resources. 

Although the needs of schools are likely to change over time, in further 

work it will be important to consider the extent to which a clearer picture 

has emerged.  

Effectiveness of the PLC Model 

 Relatively low levels of awareness and take-up of the PLC model (see 4.13

paragraph 2.15) inhibited any robust analysis of its effectiveness. Even 

where case-study schools indicated that they had engaged in a PLC, it 
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was unclear whether the composition of this group met the criteria set 

out in the national model. For example, few teachers in this group 

considered adherence to the ócycle of action enquiry modelô to be 

important (Welsh Government, 2014i). Nonetheless, regardless of the 

fidelity of the approach, where PLCs had been developed, feedback 

from practitioners was positive, particularly where the community 

comprised of teachers from other schools (often from schools within the 

cluster). In such instances, these groupings were considered to have 

been important in improving the frequency and quality of collaboration. 

Effectiveness of the Outstanding Teacher of Literacy and Numeracy 

Programme  

 Supported by the Welsh Government in order to support an 4.14

improvement in the quality of teaching of literacy and numeracy in Wales 

it is important to consider the relative contribution of the Outstanding 

Teachers of Literacy and Numeracy Programme. Even taking account of 

the limited scope of the Programme, take-up seems low (see Section 1). 

Such low take-up makes assessing the effectiveness of the Programme 

extremely difficult. Under 50 respondents to the survey of school leaders 

indicated that staff at their school had either taken on the role of an OTL 

and/or OTN or had accessed support (48 and 47 respectively). 

Consideration of responses to the survey of OTs also provided limited 

insight, out of a total of 162 OTLs and OTNs, responses were received 

from just over one-third (59) (see Table 4-1).  This has made any 

analysis at the level of the individual Consortium extremely challenging. 

For instance, no respondents active in the South West and Mid Wales 

responded with any detail of how much time they had spent working with 

Emerging Practitioners in their school.    
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Table 4-1: Local Authority in which respondent works  

Consortia  Local authority  Number of  respondents  
(OTL/OTNs)  

South East Wales Blaenau Gwent County Borough 
Council 

4 

 Newport City Council 8 

 Monmouthshire County Council 4 

Central South Bridgend County Borough Council 1 

 Vale of Glamorgan Council 2 

 Cardiff Council 6 

South East Wales Caerphilly County Borough Council 5 

 Torfaen County Borough Council 6 

North Wales Denbighshire County Council 4 

 Flintshire County Council 4 

 Wrexham County Borough Council 4 

 Missing 11 

 Total 59 

Source: Survey of Outstanding Teachers of Literacy and/or Numeracy (June-July 20140 
Type of question: Single-response 

The contribution of other forms of support in supporting the 

introduction of the LNF and the National Tests  

 As discussed in Section 2, through the National Model for Regional 4.15

Working, Consortia have taken on primary responsibility for supporting 

the school improvement agenda. Within this structure, the role of the 

Challenge Advisor (CA) is central in providing the gateway through 

which schools can access specialist support. Despite the importance of 

this role, one third of the 20 schools we spoke to indicated that they 

hadnôt received any support (specialised or otherwise) to support them 

to implement the LNF or the National Tests. In most cases this was felt 

to arise from a focus on other issues such as the effectiveness of school 

self-evaluation processes.  Where this was the case, such schools were 

understandably critical of their Consortium. In schools where a 
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relationship between the schools and their CA had been developed, the 

feedback was much more positive. Nonetheless, a number of limitations 

in the support provided were observed: 

¶ Although it was recognised that the National Model for Regional 

Working was still being embedded, there was a concern amongst 

school leader interviewees that the overall capacity of Consortia to 

deliver school improvement services had diminished relative to the 

support historically offered by Local School Improvement Services. 

Such a view was partially endorsed by a number of the CAs to whom 

we spoke. One noted that she felt that the emphasis of her role had 

shifted as a CA from a System Leader to óchallenging rather than 

supportingô (Challenge Advisor). She indicated that this was largely 

down to a lack of resource. In a ógoodô school, she noted that support 

would be confined to a termly visit, that is, three a year and only one 

of which would focus on literacy and numeracy provision.17  At a time 

when schools were being asked to respond to profound changes in 

curriculum and assessment there was concern that this could 

undermine progress, even in ógoodô schools.    

¶ Where schools met the threshold for access to specialist support 

from the Consortia (for example a legacy of historic 

underperformance), staff indicated that they felt that they had really 

benefited from this. However, where support had been used, 

explicitly, to support the introduction of the LNF, there was concern 

that this had had the potential to duplicate that delivered by the NSP. 

In response to this concern, Consortia appear to have sought to 

strengthen relationships between CAs and NSP Partners. For 

instance, in one Consortium, NSP Partners indicated that they were 

required to gain approval from a CA prior to offering support for 

schools. While, on the whole, it was felt that progress was being 

made in improving the level of coordination between NSP Partners 

                                                
17 The focus of each visit is largely dependent on what is identified as a priority in the School 
Development Plan. Most tended to be centred on the use of assessment data and/or pupil 
tracking and teaching and learning strategies or book scrutiny.  
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and CA, it was felt that more could be done to ensure that services 

were offered to schools in a coordinated way.  

¶ School leaders valued the increasing focus on supporting 

collaborative working, particularly between secondary schools and 

their primary feeder schools. It was noted that CAs, and indeed their 

NSP Partners, increasingly sought to communicate with schools at 

ócluster meetingsô and to explore how joint-working could support a 

coordinated response to the introduction of the LNF. In a number of 

the schools we visited it was evident that they had sought to do so. In 

one cluster, for instance, the tracking tool developed by the 

secondary school to monitor the progress of students against the 

expectation statements set out in the LNF had been refined for use 

across all of its feeder schools. It was hoped that this would support 

the development of a shared language around pupil-progress that 

would transition from Year 6 to Year 7.  

¶ Despite this, there was concern that this model neglected specialist 

institutions such as Special Schools and Pupil Referral Units, and did 

not meet the needs of secondary schools which might benefit more 

from dialogue with other secondary colleagues. Although support 

was available for both Special Schools and Pupil Referral Units, both 

were found to have developed structures in place to support the 

sharing of good-practice independent of this model, the situation in a 

number of the secondary schools we visited was mixed. School 

leaders in these schools, particularly those in rural locations, 

indicated that finding opportunities to develop effective collaborative 

structures with other secondary schools was extremely difficult and 

would require additional investment from the Welsh Government.  

Effectiveness of the Masters in Education al Practice  

 Through our interviews with recently qualified teachers and the School 4.16

Based NQT Mentor, we also considered views on the MEP18 (please 

                                                
18

 A detailed evaluation of the MEP is not within the scope of this evaluation. Due to the 
limited resource available to support the thematic it was decided not to interview External 
MEP Mentors. 
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note we have not interviewed any External MEP mentors at this time). 

Although far from definitive, based on the relatively small sample size, 

take-up appeared mixed. Even amongst those who had chosen to 

register for the course, a number had subsequently chosen to drop-out 

due to the pressure of work. In line with this feedback, the targeting of 

the programme was criticised by some of the school leaders we spoke 

to. For example, one noted that, of the two NQTs at his school that had 

chosen to study towards the qualification, he had noted that, as the 

course had progressed, so their performance in the classroom had 

diminished because of the additional pressure this put them under. 

While he noted that he would still support NQTs to enrol on the course, 

he indicated that he would now make sure that they understood the 

demands of the course, and also make it clear that he would not think 

any less of them if they decided to drop-out (if and when they found that 

it distracted them from their role at the school). Many NQTs and their 

School Based Mentors felt that the scheme would work better if it was 

targeted at teachers in their second or third year of practice. One School 

Based Mentor summed up this position arguing that óI really canôt 

understand why the course is targeted at NQTs, [where] the primary 

purpose is to get them to put into practice what theyôve learnt through 

their training. They have no room to reflectô (NQT School Based Mentor). 

That said, where teachers had sought to persevere with the course, they 

said that they had found the resources to be invaluable.  
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Key Findings:  

Effectiveness of support provided through the NSP 

¶ Most schools welcomed support from the NSP, but felt that it had not fully  met 

their expectations. Particular reservations were expressed around the quantity, 

quality and timeliness of some of the support provided. Key factors in 
influencing the effectiveness of the support provided were found to include: 

ü The perception amongst those developing and delivering the NSP that the 

amendments to  Phase 1 of the programme (Introducing the LNF), slightly 

elongated the length of time between when the NSP was launched and 

when schools started to receive support ï or in some cases between their 

initial support meeting and subsequently receiving tailored support 
materials.  

ü Many of the school leaders we spoke to felt that this gave the impression 

that schoolsô NSP Partners had insufficient capacity/expertise to provide 
the bespoke programme of support that schools had expected from them. 

ü There was perceived to be a relatively high turn-over in NSP Partners. As 

a result, many schools felt that the support provided to them lacked 

continuity. There was also some uncertainty around the expertise of some 
Partners to support the schools to which they had been matched.  

¶ Views on the effectiveness of the guidance materials and resources produced 

by the Welsh Government to support the implementation of the NLNP were 

mixed. Such mixed views appear underpinned by a lack of a clear 
understanding amongst practitioners of what is required to support them.    

The contribution of other fo rms of support  

¶ The capacity of Challenge Advisors to support schools to improve the quality 

of their teaching of literacy and numeracy appears heavily constrained, not 
least in terms of the time that they can spend in individual schools.    

¶ Where schools have accessed support from NSP subject specialists, this is 

perceived to have been of a good quality and has been effective in helping 
them respond to the introduction of the LNF in particular.   

¶ Although based on interviews with a relatively small number of  practitioners 

many had concerns that, while studying towards the MEP offers NQTs access 

to high quality resources that can support their development, the level of 

commitment needed can also have a negative impact on their performance in 
the classroom.  
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5 Awareness and understanding of the LNF and the National 

Tests  amongst pupils and their parents  

 

 

 As discussed in Section 1, a key staging post in the successful 5.1

implementation of the LNF and the National Tests is likely to be an 

increasing awareness and understanding of the importance of 

developing literacy and numeracy skills amongst pupils and their 

parents. This comes at a time in which the Welsh Government has 

sought to encourage schools to recognise the potential impact that 

effective community engagement could have on pupil outcomes (for 

example through óRewriting the futureô [Welsh Government, 2014h]). 

However, in conducting analyses at this stage, it is important to set 

expectations commensurate with the time involved since the launch of 

the NLNP.  

Awareness of pupils  

 In deepening our understanding of what might constitute a successful 5.2

outcome in this context, it was interesting to note that practitioners in 

mainstream schools were confident that most, if not all, of their pupils 

were aware of the National Tests, even where they were not due to sit 

them within that academic year. Such confidence appeared largely well 

placed. Most of the pupils we spoke to (in September-December 2014) 

talked about the new tests they would have to sit, even if they didnôt 

understand the terminology associated with them, for instance the 

concept of a standardised score. Such a high level of awareness 

appeared irrespective of the age of the pupils being interviewed. Further 

to this, at two of the secondary schools we visited pupils, when asked 

about the Welsh Governmentôs rationale for introducing the NLNP, noted 

that this was to do with Walesô recent performance in óPISAô. Awareness 

and understanding of the National Tests was much lower amongst pupils 

who attended a special school or PRU. None of these pupils had sat a 

test or (according to their teachers) was likely to sit one.  
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 Generally, practitioners, while confident that their pupils would consider 5.3

leaving school with strong literacy and numeracy skills to be important, 

did not think that pupils would recognise the concept of the LNF, or 

understand why the LNF had been introduced. Through our discussions 

with pupils this view was broadly upheld. Of the 113 pupils who 

completed a  brief paper survey exploring their views of 

literacy/numeracy over four-fifths indicated that they either óstrongly 

agreedô, or óagreedô with the statements óEnglish is useful for meô or 

óMaths is useful for meô. Such findings were corroborated in our 

discussions with pupils as noted by one pupil in a Special School ówhile 

maths can be boring, I do my best as I know Iôll need it for the futureô 

(Year 10 Pupil). A number went on to note that they understood that 

such skills underpinned their progress in other subjects. That said, pupils 

in only three of the schools we visited knew of the óLNFô. In these 

schools there was a clear policy in place where literacy and numeracy 

tasks were explicitly identified over the course of the school day. For 

example, in one school pupils were required to identify when they use 

literacy or numeracy skills by marking their work with a coloured dot. 

Furthermore, in these schools pupils clearly identified one of the reasons 

that the Welsh Government had introduced the LNF was to support an 

increase in cross-curricular learning.  

Awareness of parents  

 In our discussions with practitioners in mainstream schools, it was clear 5.4

that despite the logistical challenges that many schools had felt in 

posting the results of the National Tests out to parents in the last week 

of the summer 2014 school term, they had regarded this as a useful 

awareness raising exercise. Beyond this, however, few schools had 

sought to undertake any additional awareness-raising activities. While 

this can be explained to a degree by the reluctance of some schools for 

philosophical reasons to make the tests óa big dealô (School Leader), it 

was interesting to note that, in cases where schools that had sought to 

deliver engagement activities, these were found to align with an active 

community engagement strategy. Furthermore, most of these schools 
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(six of the seven schools) were located in an urban area suffering from 

an above average level of deprivation. 

 In such schools, school leaders spoke of the challenging home-5.5

environment that many of their pupils experienced on a daily basis. 

Engaging and supporting parents, in these circumstances, was seen as 

crucial if pupils were to reach their potential. Although it was felt that 

there was no magic bullet, successful strategies appeared to be based 

on creating frequent low-stakes opportunities for parents to engage with 

the school, for example, a monthly open door parental group. In such 

schools it was felt that there was evidence (although anecdotal) to 

suggest that awareness of the National Tests was higher. That said, 

despite the guidance produced by schools in addition to that published 

by the Welsh Government19, few of the parents we spoke to could talk 

with any confidence about what a óstandardised scoreô was or how to 

interpret their childôs performance. If this metric is to be used in future, 

then further support for parents is likely to be required.  

 On the whole, awareness amongst parents of the LNF was perceived as 5.6

more variable. Levels of awareness seemed largely dependent on the 

approach of individual schools. Practitioners in nine of the 20 schools we 

spoke to indicated that activities had been undertaken in their school to 

raise parental awareness of the LNF (although in most cases these 

would also include reference to the National Tests). In these schools, it 

was felt to be particularly important that parents understood what the 

expectation statements for their child were and how much progress they 

were making. This view, however, was not universal. Indeed a small 

number of practitioners argued that the LNF was very much something 

for a school to deal with. One noted, for example, that óparents have little 

time for óeducation jargonô (Primary Practitioner). It will be interesting to 

see if this view persists as schools begin to embed the LNF more fully 

into the assessment cycle.    

                                                
19 A parents guide to understanding the tests and scores was produced by Welsh Government and 

issued in March 2014, an updated version and animated guide was released in March 2015 ï after the 

fieldwork was conducted http://learning.gov.wales/resources/browse-all/animated-explainer/?lang=en. 
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 Judging the success of these activities at this stage proved difficult. 5.7

While the parents we spoke to in these schools were aware of and also 

appeared to understand the LNF, they were much less confident that 

awareness and understanding had spread across the parent body as a 

whole. After all, in most cases the very reason that such schools had 

prioritised such activities was acknowledgement of the challenges they 

faced in engaging such parents. In schools, the general view was that it 

would take much longer before awareness and understanding of the 

importance of literacy and numeracy was widely shared ï 

notwithstanding the LNF.  

 

Key findings:  

Awareness of pupils  

¶ Awareness of the National Tests is high amongst pupils in mainstream schools 

(even amongst the age-groups who have yet to sit them), and even if they 

didnôt understand what the terminology meant, such as the concept of a 
standardised score.  

¶ Pupils considered developing good literacy and numeracy skills to be a key 

priority. However, few were aware of the LNF. In most schools practitioners did 

not feel that this would be beneficial. In those schools where pupils were 

aware of the LNF, there was a clear policy in place to support pupils to identify 
where learning across the curriculum was taking place. 

Awareness of parents  

¶ Awareness of the National Tests amongst parents was mixed. This was found 

to be largely dependent on the approach adopted by the school to which their 

child belonged. Where schools had taken a proactive approach to promoting 

awareness amongst parents, this aligned (in most cases) with their existing 
community outreach strategy.    

¶ Awareness of the LNF was also considered variable. In a number of the 

schools we visited, staff doubted whether making parents aware of the LNF as 

a concept was beneficial. It was felt to be much more important to concentrate 
on raising the profile of literacy and numeracy skills in their own right.   
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6 Emerging Im pacts of the LNF and the National Tests  

 

 

 In this section we will consider the evidence that the introduction of the 6.1

LNF and the National Tests is contributing to an improvement in the 

attainment of children and young people. In doing so, we are mindful of 

a number of factors, principally the realistic timeframe over which óhardô 

outcomes such as changes in the number of pupils achieving Level 2 

Inclusive at Key Stage 4, can be identified. It is likely that it will be a 

number of years before the impact of the LNF can be seen on 

improvements in pupil outcomes at age 16. Instead, it is prudent to focus 

on those outcomes most likely to indicate progress towards the longer 

term aspiration of raised attainment. In doing so we have modelled our 

approach in line with the logic model set out in Section 1 (Figure 1-2).  

 The principle assumption is that improvements in the quality of teaching 6.2

and learning in literacy and numeracy supports an improvement in pupil 

outcomes, but it is important to recognise that there are also a number of 

other assumptions. First among these is that an improvement in the 

quality and frequency of collaboration between practitioners will support 

changes in the quality of practice, and that an improvement in the use of 

assessment data will support more effective teaching and learning. 

Using the evidence gathered through our fieldwork we will test these 

assumptions in the following sub-sections.  
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Impact on the quality of collaboration between education 

professionals  

 At this stage, evidence that the NLNP has supported an improvement in 6.3

the quality and frequency of collaboration between practitioners in 

education settings was weak. In four of the twenty schools we visited (in 

September-December 2014) staff indicated that they felt that the 

introduction of the LNF and the National Tests had made a 

demonstrable difference to levels of collaboration between practitioners 

within their school. It was interesting to note that all but one of these four 

were secondary schools. In such schools it was noticeable that real 

benefit was felt to have been derived from the focus of the LNF on 

approaches to teaching literacy and numeracy across the curriculum. 

This was reported to have led to much more frequent dialogue between 

departments (often facilitated by English/Welsh and Maths specialists). 

In the remaining 16 schools, staff felt that the NLNP had not made any 

difference at this stage. Indeed, in many of the primary/specialist schools 

we visited, it was felt that staff already collaborated internally, and the 

focus was now on developing links with other local schools. In most 

cases it was felt that the introduction of the LNF (in particular) had 

primarily provided a topic for discussion, but was not the catalyst for 

collaboration.  

 In order to support collaboration between different schools, practitioners 6.4

felt that the Welsh Government should explore the potential to provide 

direct funding to schools to support this type of endeavour. For example, 

it was acknowledged by those schools which were aware of, and had 

chosen to participate in the Outstanding Teachers of Literacy and 

Numeracy Programme, that, while such a programme had the potential 

to be beneficial, it would always have the disadvantage of not being 

owned by schools themselves. As a consequence, they indicated that 

they would welcome further consideration of whether different funding or 

support mechanisms might be introduced to promote joint working 

between different schools, for example through headteacher networks;  

even in addition to those freedoms set out in Welsh Government 
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guidelines for schools to instigate any new joint working practices they 

deem appropriate.  

 This view was echoed by staff in ITET Centres. As discussed in Section 6.5

2, all three Centres had taken steps to improve the quality of their 

interaction with schools. Although lecturers felt that this work would be 

beneficial in leading to better outcomes for students, it was 

acknowledged that there was more to do. A key barrier to progress was 

considered to be the lack of incentives to encourage schools to engage 

with ITET Centres in a meaningful way. This was reiterated by many of 

the mentors of trainee teachers that we spoke to, with most indicating 

that they felt constrained in the amount of time that they could spend on 

working with students on placement, where their priority continued to be 

ensuring that pupils at their school received a high quality of education. 

While it was recognised by a number of the senior staff in the ITET 

Centres that there was more that they could do to deepen relationships 

with schools (for instance through closer joint working with the 

appropriate Consortia), they felt that to achieve a step-change in the 

quality of collaboration would require systemic change.  

Impact on the use of assessment data  

 As discussed in Section 4, staff in the ITET Centres we visited (in 6.6

September-December 2014) accepted the importance of giving ITET 

students the skills to use assessment data to support their teaching. 

They noted, however, that the introduction of the LNF and the National 

Tests had led to the updating, rather than re-writing, of their courses. As 

such it was not expected that the NLNP would have a discernible impact 

on ITET practice. We have therefore, focussed our consideration of the 

impact of the NLNP on the use of assessment data on feedback from 

schools.  

 Despite the scale of the changes to their administrative processes made 6.7

by many of the schools we visited, staff, for the most part, were hesitant 

about claiming any impact on practice at this stage. In all but two of the 

schools we visited, they felt that it was far too early to make such 

judgements. Nonetheless in most cases, schools were hopeful that the 
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introduction of the LNF would lead to an improvement in the use of 

assessment data to inform teachers about pupil needs, identify 

curriculum gaps and so support teaching and learning.  

 Feedback on the impact of the introduction of the National Tests was 6.8

more mixed. That said, even where staff continued to have reservations 

about the utility of the tests (see Section 3), it was felt that the data 

would be more useful once a true baseline had been established and 

schools were able to track progress over time.      

Impact on the quality and consistency of teaching and learning of 

literacy and numeracy  

 Given these findings, it is not surprising that the education professionals 6.9

we spoke to found it difficult, in the main, to support any claims to date 

regarding the impact of the LNF and the National Tests on the quality of 

teaching and learning. Staff in 15 of the schools we visited were 

however of the opinion that the NLNP was likely to contribute to these 

outcomes in the future as it became more established.
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Figure 6-1: Perceived impact of the introduction of the Literacy and Numeracy Framework on the quality and consistency 
of teaching a nd learning  

 
Source: Survey of School Leaders (June-July 2014) 

Type of question: Single-response 
Number of respondents: 352
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 Nonetheless, the findings from the school leadersô survey indicated a 6.10

perception that the LNF and the National Tests were helping to steer 

things in the right direction. Over one-quarter of the 352 respondents 

indicated that they felt that the introduction of the LNF had led to a fairly 

positive impact on the quality (29 per cent) and consistency (28 per cent) 

of teaching in literacy and numeracy (28 per cent in terms of both quality 

and consistency). In line with more mixed feedback about the National 

Tests (see Section 4 and 5), around one-third of respondents indicated 

that they felt that the National Reading Test, and the National Numeracy 

Tests, had not yet had either a positive or a negative impact on the 

quality (37 per cent for the National Reading Test and 32 per cent for the 

National Numeracy Tests), and consistency of learning (43 per cent and 

35 per cent respectively). However, since less than one-tenth felt that 

the tests had had either a ófairly negativeô, or óvery negativeô impact on 

these indicators (see Figure 6-2), over time one might expect that more 

senior leaders will feel able to reach a more positive view. 

Figure 6-2: Perceived impact of the availability of pupil level data from the 

National Reading and Numeracy Tests on the quality and consistency of 

teaching and learning  

 
Source: Survey of School Leaders (June-July 2014) 

Type of question: Single-response 
Number of respondents: 352  
























