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Background

The West Coast Language Development Centre Intensive Early Intervention, Outreach, and 
Research and Development services make an important contribution to teaching and research 
in the area of speech, language and its impact on the acquisition of literacy. The synergism and 
cohesion among service delivery, teaching and research leads to changes in classroom practice as 
knowledge increases, ‘best practices’ are identified, and service needs are recognised within the 
centre and across mainstream schools.

This is achieved through high quality assessment, teaching and learning that informs and is 
informed by research and evidence. Teacher leaders, speech pathologists and support staff 
empower and build the capacity of teachers so that they are transformational leaders in their own 
classroom. This is in the context of highly effective, differentiated, cohesive teaching and learning 
approaches.

The Early Intervention, Outreach, and Research and Development services of the West Coast 
Language Development Centre engage in the provision of high quality, differentiated, flexible, 
practical support to mainstream schools and their communities to develop practices and programs 
that accelerate and maximise learning outcomes for students with speech, language and literacy 
needs. This is underpinned by the moral imperative that all students can learn, including students 
with language difficulties, delays, disorders or impairments.

The development of an effective service requires the coordination and integration of the service 
aspects (Early Intervention and Outreach) to ensure cohesive service delivery where elements 
of the service both build, and build on from each other. The West Coast Language Development 
Centre services work in partnership with the North East Language Development Centre to provide 
an integrated cohesive approach to 
speech and language services in the 
North Metropolitan Educational Region 
and associated 
country regions. North 
East LDC and West 
Coast LDC also work 
with Language 
Centres from the 
South Metropolitan 
Education Region to 
provide an integrated 
approach to the State-
wide Services for 
speech and language 
priority areas across 
the State.
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Principal’s Report: 2021

I Learn! Student Progress and Monitoring

The collection and analysis of data occurs from the individual, class and cohort level and involves 
teachers, speech pathologists and leaders. The evaluated information informs the setting of focus 
areas (detailed at the end of each section later in this report), for the following year as well as the 
ongoing development and implementation of specialist programs and interventions. These resources 
are then adapted for and shared with mainstream schools through our outreach services.

The results, overviewed and analysed during Term 4 as part of the self-review process, continue to 
support the consistent finding that our students make the highest level of accelerated progress in 
Kindergarten and Pre-primary. The Year 1 cohort also makes significant gains; however, the higher 
expectations and more formal language expectations can impact on progress. What we do see in 
Year 1 is significant growth in the academic areas. At all year levels, there is a significant spread in the 
scores, reflective of students with disordered language. 

In summary, both standardised and curriculum based measures indicate that the intervention of 
the Intensive Early Intervention Program results in maximized and accelerated learning where the 
gap between students with Developmental Language Disorders and typically developing peers 
is minimised. It is important to recognise that the disorder is not cured, however, we significantly 
build language and language structure connected to strategies that enable the students to return to 
mainstream schooling. The average stay of students is just over 2 years. A full overview of the data is 
detailed later in this report.

I Learn!  Learning Environment

The learning environment is an important aspect that supports student learning. We work hard to 
create a welcoming, orderly and safe physical space. This has included laying vinyl in the Padbury 
Year 1 rooms, changing the pin up boards to inject colour, and painting the classrooms in A block 
to make the area more serviceable and attractive for young children. The teachers work to ensure 
the classroom spaces are attractive and that key centre-wide posters and tools are displayed and 
used with students. Importantly, student work is displayed. The I Do It! Program includes a focus on 
developing routines and safe spaces for students to work within. A small minority of students have 
problems accessing our adapted, targeted program and they are supported with language, academic 
and or social/emotional critical intervention. Socially, if you compare the students on entry in Kindy 
(where less than 15% had the social skills and pragmatics that would enable them to manage in a 
mainstream class) to exiting at Year 1, significant gains are made. Of the Year 1 cohort, 85% are 
demonstrating age appropriate or close to age appropriate social skills and pragmatics and are well 
prepared for mainstream. This is significant and accelerated progress. Attendance is also a critical 
factor and while our overall student attendance is acceptable, we still have a few students with higher 
than required absentee rates. We do work with the caregivers to encourage better attendance.

I Teach! Quality Teaching

The achievement of accelerated outcomes is linked to quality teaching by all staff groups (teachers, 
education assistants and speech pathologists) and the Centre invests heavily into this area. 
Critically, the Centre is committed to using evidenced based practices that have a demonstrated high 
impact on students with Developmental Language Disorder. Staff have access to highly supported 
induction and training in centre-wide tools, scaffolds and strategies linked to supporting evidence 
about effectiveness and impact. The focus of the curriculum teams is on building the collective 
staff knowledge of the curriculum content and how to teach it for our disordered population, using 
evidenced-based approaches. The collaborative partnerships are developed and facilitated through 
common Duties Other Than Teaching (DOTT), performance management, teacher/speech pathologist 
weekly collaborative planning meetings and the Learning Groups by year level to encourage sharing 
and facilitate growth and development. Significant relief and staffing salaries target this critical area. 
Importantly, this is supported by a distributed and diverse leadership team.
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During 2020, we trialed an ‘opt in’ growth and development project that was led by Chris Vawser (a 
dual trained teacher/speech pathologist and a key leader). The aim of this collaborative group is that 
the participants set goals, tasks and activities that lead to self and collective improvement. A key is 
individual self-motivation. Some of the participants were in key leadership roles, others were emerging 
leaders. It was encouraging to witness the level of discussion and input of several of the group 
participants during general staff meetings, professional learning, planning for professional learning 
and during other times focused on disciplined dialogue. The level of distilled specialist knowledge was 
clearly on display. This project will continue into 2021. 

I Lead! Leadership

At the Centre we have a very cohesive and capable distributed leadership team who work within 
and across sites to support the growth and development of all staff and ensure that the teaching 
and learning delivery is student focused, cohesive and consistent. Importantly, they support the 
development of strategic teachers who know what they need to do and why, to ensure maximised 
outcomes for all students. The Key Leadership Team has a well-developed understanding of 
appropriate evidenced based approaches for intervening with our at-risk population. During 2020 a 
new key leader joined the team. We also have a diverse group of emerging leaders. Around 40% of 
staff are in key leader roles or are sub-leaders. 

I Support! Community Partnerships

At the Centre we play a small but significant role in each of our students’ school life. We actively 
recognise and support our parents as they have the primary role. This is achieved through a range of 
parent workshop and programs. Pre-primary parents have access to the book sharing program across 
all sites, however, we needed to move this to online once we were under Covid-19 restrictions. From 
Term 2 onward, most parent programs were online.   

I Underpin! Resourcing

We met the Department’s target of 96% spend in the calendar year with around 80% spent on 
salaries. The centre is well resourced across each campus with significant teaching and learning 
resources located in each classroom on teacher shelves. There has been a continuing emphasis to 
ensure these resources are well maintained with improvements shown across all classrooms. 

Resourcing for 2020

Language Centres are co-located on mainstream sites and under the Student Centred Funding 
Model, all LDCs pay a dollar amount to cover a share of utilities, cleaning and gardening costs. 
Currently the dollar amount varies between sites (across all LDCs), from $450 to $1100 per student.

For 2021 we have maintained 2 Kindergarten classes significantly under number at Poseidon and 3 
Pre-primary classes at Quinns. 

Resourcing at the WCLDC is also impacted by the fact that we get the same dollar amount for Pre-
primary and Year 1 students but the preprimaries are more expensive in terms of salaries. For schools 
that go to Year 6, the impact is evened out. As with all schools, actual dollars will not be finalised 
until the February census. We are working through staffing changes and drafting a provisional cash 
budget.
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Final Comment

While Covid-19 did make 2020 a complex and unusual year, as a school, we managed well, largely 
because of our highly collaborative and supportive staff who all rose to the challenge. Also, our parent 
body was very supportive and appreciated the information and support provided.

Catherine Wilkinson, a teacher, retired at the end of 2020. We thank her for her service to students at 
the Language Centre and the value that she added to our provision of services. 

I would like to acknowledge and thank the dedicated professional and committed staff of all aspects of 
the Language Centre student program and outreach services. I would also like to thank all the Board 
Members for their support. 

 
Shelley Blakers
Principal

Please note blue text relates to new information relevant to 2020.
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West Coast Language Development Centre Overview

The West Coast Language Development Centre is a specialist Education Support facility that services 
the North Metropolitan (coastal schools), and the Midwest Educational Regions. For 2020 the Centre 
was located over four sites, all co-located with primary schools. The main admin site is Padbury with 
sites at Quinns Beach, Poseidon, and East Hamersley.

The West Coast Language Development Centre works at the system, network, individual school, 
leadership, teacher and student level to provide high quality services in speech, language and 
associated learning that are based on current best practice evidence. The services build on from each 
other and include:

1. Direct services for students: 
An early, intensive intervention service targets students with identified Specific Language 
Impairment in the metropolitan area.

2. Outreach
This service responds to the distinctive needs of public primary schools with a focus on 
improving speaking, listening and literacy learning for students with language difficulties, 
difference and disorders. The emphasis is on sustainable capacity building of teacher, 
school and system to deliver high quality learning opportunities.

3. Research and Development
The service conducts and supports the research, development and trialling of evidence 
based practices for speech, language and associated literacy by establishing collaborative 
partnerships with schools and universities.

Shared Beliefs and Behaviours

Our shared values, beliefs and behaviours provide the foundation upon which our 
approaches to teaching and learning are built. They are the underpinnings of program 
development that is shared across mainstream schools through the outreach program.

1. Excellent teaching and learning leads to improved learning outcomes for all students:
• Reflective, action based professional learning through induction and ongoing learning 

programs connected to coaching, mentoring and work shadowing supports the 
development of teacher capacity.

2. All students can learn and disadvantage and/or disorder does not define destiny.

3. Early, prescriptive and intensive intervention minimises the impact of risk factors 
(including language difficulties)  and reduces compounding literacy difficulties.

4. Language and associated literacy are complex multi-linguistic processes. 
• Language (for at-risk learners), reading and writing are challenging to teach, requiring 

a vast repertoire of knowledge and skills. Language is taught in a connected, cohesive 
manner using different linguistic systems: semantic, syntactic (including morphology), 
phonological and extended discourse (including pragmatics).

• Reading is taught by building on from and reciprocally with the language base with the 
addition of the orthographic system and the focus on deepening mental orthographic 
images.

• Writing, including spelling, is taught by building on from and reciprocally with the 
language and reading base and the addition of handwriting and typing skills.

5. Teaching and learning systematically scaffolds students through explicit modelling, 
intentional teaching and repeated practice leading to independence.
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6. Teaching and learning that is differentiated and personalised caters for individual 
learning needs.

7. Scientifically based research or documented evidence underpins programs, strategies 
and resources.

8. Collective commitment to the implementation and maintenance of centre wide practices 
and programs leads to connected, cohesive approaches.

9. Formative and summative assessments ensure teachers are accountable for what 
students learn and this informs comparative analysis of data and target setting, leading to 
improved learning outcomes.

10. Focus on alterable variables leads to improved student  learning.
• Teachers focus on alterable context and content variables that impact on student 

learning: targeting critical areas; setting and measuring concise goals (formative and 
summative assessment); aligning targets with curriculum and instruction; adapting and 
differentiating programs and resources to fit the needs of students; teaching focused 
lessons; using time wisely; and managing behaviour to maximise engagement.

Our Purpose

The Language Centre’s intensive early intervention, outreach, research and development services 
are focused on maximising the learning of students with language impairment/disorder, difficulties or 
disadvantage.

Early Intensive Intervention

All students achieve maximised academic and social learning outcomes through specialised, 
evidence-based intervention strategies delivered by highly effective staff.

Outreach

All public schools in Western Australia have the capacity to maximise the speech, language and 
learning outcomes for the diverse learning needs of all students.

Service Delivery Principles

The West Coast Language Development Centre, through provision of services to public schools, 
supports every school to be a good school, every teacher to be effective and every student to be 
successful.

• Alignment with core directions and strategies: The priorities, outcomes, goals and 
targets articulated in the DoE Strategic Plan for public schools (2018-2020) informs the 
planning and delivery of the West Coast Language Development Centre.

• Strong collaborative partnerships: The West Coast Language Development Centre 
works collaboratively with schools, school networks and other organisations to ensure 
cohesive service delivery. West Coast Language Development Centre and North East 
Language Development Centre work in a collaborative partnership across the North 
Metropolitan Educational Region.

• Responsive support: The West Coast Language Development Centre responds to the 
evolving needs of schools and networks in culturally appropriate ways that recognise local 
communities as important stakeholders.
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• Responsibility and accountability: The West Coast Language Development Centre 
promotes evidence-based practice and life-long, self-directed learning. Decisions about 
service provision are made collaboratively with schools and networks. The service actively 
seeks feedback from all stakeholders as a basis for service provision and innovation.

• Closing the gap: The West Coast Language Development Centre supports schools as 
they develop inclusive learning environments to ensure children with disadvantage and/or 
developmental disabilities in speech, language and learning are included in all aspects of 
school life and that their educational and social emotional needs are catered for.

• Family-Centred Services: The West Coast Language Development Centre recognises 
that families have a vital role in the development and well-being of their children. The 
service supports schools as they develop, implement and monitor family-centred 
educational practices in the area of speech, language and literacy.

• Consistent referral procedures and guidelines: The West Coast Language 
Development Centre is a cohesive model of service delivery, including development and 
implementation of common processes and policies.

The service delivery principles reflect the need for evidence-based, inclusive practices for the 
development of speech, language and literacy with a focus on:

• Leadership and management development that leads to whole school plans and 
practices for speech, language and the acquisition of literacy and numeracy.

• Instructional Capacity: Sustainable capacity building of staff to teach the diverse range 
of learners including Aboriginal, disadvantaged, disordered and disability groups so that 
they can teach and get improved results for all students.

• Balanced Literacy through the implementation of targeted programs and instruction that 
results in accelerated literacy and numeracy achievement.

• Cognitive Strategies (mental processes or physical acts) that learners employ during 
speaking, reading and writing to support understanding and retention.

• Integrating the range of supports, programs and strategies available for public schools.

• Teaching approaches, processes and strategies that target the critical skills of speak-
ing, listening and the acquisition of literacy.

• Adapting curriculum and strategies for children with specific speech, language and 
literacy needs.

• Developing, trialling and using resources that support teachers to maximise outcomes 
in speech, language and the acquisition of literacy.

• Developing specialised language leadership expertise so that teachers can access 
support within their network or own school.

• Links with universities, allied agencies and community.



151515

Staff Profile
The West Coast LDC had a total of 61.27 FTE made up of 89 staff members located over 4 sites. The 
following is the breakdown based on position type.

              

The teaching experience at the Centre, as with teachers within the system, varies from new 
graduates in their first two years of experience to teachers with 30-45 years’ experience. While some 
teachers have formal qualifications in the area of teaching students with special needs (those with 
difficulties, impairments or disabilities), most teachers are trained by experienced Language Centre 
teachers and our speech pathologists. This induction and training is a 2-3-year process.  

As a result, the teachers within the Centre acquire specialist skills in the area of providing effective 
intervention for students with Specific Language Impairments. Most of our education assistants have 
some training and all receive further training in the area of speech and language.

The Centre’s speech pathologists work as part of the student (Intensive Early Intervention) program 
and as Support Officers Speech and Language in the Outreach Program. Those that work within the 
student program have a key role in developing the expertise of teachers to enable them to deliver 
appropriate intervention throughout the whole school day. They also play a key role in ensuring the 
quality of the intervention and monitoring student outcomes. The Centre implemented a revised 
model for employment and use of speech pathologists within the student pre-primary program (see 
Staff Professional Development). Each pre-primary class has a speech pathologist allocation of 0.5 
FTE. The Support Officers work across mainstream schools to build the capacity of mainstream staff 
in the area of speech, language and associated literacy. Teachers from the student program are also 
accessed to support outreach.

The office staff performs a key role in supporting all programs with the registrar and school officer 
positions located over two sites (main admin at Padbury and sub office at East Hamersley).

Position FTE 
2019

Total Staff Area

Administration 3.8 4 All sites and Outreach
Teacher 28.25 45 Intensive Early Intervention Program

Speech Pathologist 9.5 11 Intensive Early Intervention Program
Library Officer 1.2 2 Intensive Early Intervention Program and 

Outreach. Also fund 0.2 at off-sites as part of 
resourcing agreement. 

Education Assistant 10.77 17 Intensive Early Intervention Program
Office Staff 2.8 3 Based at Padbury and Outreach
Network Support Officer 0.6 1 All sites
Support Officer Speech 
and Language

4 5 Outreach 1.4 FTE funded by school, 2.6 fund-
ed under targeted initiative.

School Psychologist 0.4 1 All sites
Totals 61.27 89 4 sites
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Priorities

The vision and purpose are achieved through three priorities delivered through whole school 
connected, cohesive approaches and programs that are based on evidence-based high effect size 
strategies and interventions. The priority areas are linked to the key services provided by the Centre: 
early intervention student program and outreach.

Priority 1: The gap between disordered/delayed and typically developing students and 
Aboriginal and non-Aboriginal students in speaking, listening, reading, writing and social 
domains is minimised. 

Priority 2: Specialised capacity of leaders, teachers, speech pathologists and other school 
staff within the Centre is built in the areas of language and associated learning enabling staff 
to provide targeted, differentiated teaching and learning.

Priority 3: Specialised capacity of educators across mainstream schools is built in the areas 
of language and associated learning enabling staff to provide targeted, differentiated teaching 
and learning to maximise outcomes for students with language disorders, difficulties or 
disadvantage.

Whole School Connected Cohesive Service Delivery Structure

The following structures ensure the development of cohesive connected approaches where each 
builds with and on from each other. The focus is on student learning through the provision of 
direct intervention for identified students with Developmental Language Disorder (I Learn! I Teach! 
I Support!), the development of teacher, leadership and school capacity to teach students with 
language concerns both within the Language Centre and across mainstream schools (I Build! I 
Lead!), and the creation of evidence-based interventions and resources (I Develop!).

Focus on student learning 
through a range of assessments 
(formative, summative, common, 

standardised) that inform 
teaching, scaffolding support and 
active, thoughtful engagement.

Common centrewide programs, 
tools, strategies and scaffolds 
based on current theory and 
evidence about interventions 

with high effect size on student 
learning.

Parent resources and workshops 
connected to centrewide 
programs with a focus on 

critical support and information 
associted with language 

difficulties.

Focus on building capacity of 
staff (LDC and mainstream), 
schools and networks in the 
specialist area of effective 

interventions for language and 
associated literacy.

Focus on building distributed 
leadership within the Language 

Centre and Key Language 
Leaders in mainstream schools.

Research and development 
projects focused on using 

current theory and evidence 
to collaboratively develop and 

disseminate practical resources 
in the area of language and 

literacy.
I DEVELOP!

I LEARN! I TEACH! I SUPPORT!

I BUILD! I LEAD!

BOARD AND GOVERNANCE
BUSINESS PLANNING CYCLE
DATA COLLECTION, ANALYSIS LINKED TO ANNUAL TARGETS, FOCI AND REPORTING
YEARLY OPERATIONAL PLANNING

I UNDERPIN!

S
T
U
D
E
N
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  Whole School Connected Approaches that are Student Centred

I LEARN!
I TEACH! I BUILD! I LEAD! I DEVELOP! I SUPPORT!

Scaffolding
-Visual
-Verbal
-Teacher 
moves
Assessing
- Summative
- Formative
- Common 
assessments
- Goals
- Targets
- Progress 
reviews
- Case confer-
ences
- Reports
- Ongoing  
monitoring
- Learning 
Plans
- Behaviour 
Plans
Approach to 
Learning
- Engagement
- Learning  
Muscles
- Strengths 

I Get It!
Comprehension 
& Thinking
I Tell It!
Narrative, Expo-
sition: Braidy
I Code It!
Decoding & En-
coding
Fluency
I Write It!
I Construct It!
Syntax, grammar
I Know It!
Semantics: 
Science, Health, 
History, Geogra-
phy
I Do It!
Social Skills, 
Pragmatics, 
Behaviour
I Create It!
The Arts
I Move it!
Movement, Phys 
Ed
I Do Maths!

Capacity:
- Of self
- LDC staff
- School Staff
- Networks
Significant Fo-
cus on: 
- Leaders within 
LDC and across 
regions.
Through:
- Coaching
- Mentoring
- Modelling
- Consulting
- Disseminating
- Delivering 
- Action tasks 
- Transition
  Programs
- Networks
- Professional 
  Learning 
  Communities

Whole School 
& Connected 
- Strategic
  Planning
- Finances
- Human
  resources
- Aspirants
- Curriculum
- SAER
- Critical 
 intervention
Through:
- Coaching
- Mentoring
- Modelling
- Consulting
- Disseminating
- Delivering 

Programs & 
Resources
- Based on
  evidence
- Research 
  based
- Practical
- Differentiated
- Connected
- Action
  research
- Collaborative
- Teacher led
development

Parent 
Programs 
- Work Shops
- Conferences
- Reports
- Goals
- Transition
- Flyers

I Deve lop !

I Learn!

    I Teach!

          I Support !

I Bu i l d !

I Lead !
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R e l a t i o n s h i p s 
a n d 

P a r t n e r s h i p s
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Community Partnerships

Strong partnerships between a school, its staff, parents/carers and community results in a positive 
contribution to student learning. At the West Coast LDC we have a diverse and distributed school 
community with students located over 4 sites that are co-located with primary schools. The 
students can come from any one of 90+ different school communities across the coastal strip of the 
North Metro Education Region and stay on average for 2 years. In addition, we have an Outreach 
service that supports mainstream schools to build their capacity to target students with language 
disorder or difficulties. At the broader community level, the Centre develops and maintains links 
with Government and non-government referring agencies as well as other Language Centres. The 
school board represents the diversity of the Centre’s communities. 
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Parent Program

The Centre also provides a comprehensive parent program that includes workshops, book sharing 
training, in-class modelling, coffee mornings, case conferences and individual meetings.

The following summarises the parent program.
Parent
Program or
Communication

Purpose Frequency Venues Who Involved

New parent 
meetings

To provide an overview of the 
LDC program and facilitate 
enrolment.

Term 4 All sites Administration and 
speech 
pathologists.

Consult with 
new parents 
(kindergarten and 
pre-primary)

To discuss grids and student 
level of performance linked 
to goals and program focus.

End of Term 1 or 
early Term 2

All sites Class speech 
pathologist and 
class teacher.

Grids with level of 
performance and 
goals for the year 
followed by goal 
rating and updated 
performance levels. 
SIS reports (year1)

Inform parents of student levels 
and progress.

End of Term 1: 
grids and set 
goals.
End of Term 2: 
rated goals (K & 
PP).
End of Term 3: 
grids. End of Term 
4: rated goals.
SIS reports: Year 1 
(terms 2 and 4)

Class teachers, 
speech 
pathologists and 
administration

Annual Case 
Conferences

To discuss progress and the 
following year’s placement.

Annually at the 
end of Term 3 or 
beginning of Term 4.

All sites Teachers and 
administration

SAER Case 
Conferences

To discuss and plan for 
identified students needing 
additional support.

As needed All sites Class teachers, 
administration, 
speech pathologist, 
school 
psychologist, SAER 
staff.

Parent 
Workshops

To build parent knowledge 
in the area of language 
difficulties linked to practical 
ways they can support their 
child.

Terms 1, 2 and 3 Poseidon, 
Quinns, 
Padbury

Speech 
Pathologists

Kindergarten 
Program

To provide training for parents 
in key strategies that focus on 
scaffolding oral language.

Once or twice a 
term

All sites Class teachers
Speech 
Pathologists

Parent Training: Book 
Sharing

To provide training for parents 
in key language strategies. 
Kindergarten program 
focuses on language 
facilitation strategies and the 
Pre-primary program focuses 
on using effective book 
sharing strategies to support 
expressive and receptive 
language.

Generally in Term 2 All sites Speech 
Pathologists

Exit Report To provide an overview of 
progress in the language areas 
from placement to exit.

Following exit Speech 
Pathologists

Transition 
Workshop

To provide information for 
parents of exiting students.

Term 4 Padbury Administration

Class meetings For teachers to overview class 
program and expectations for 
parents.

Term 1 All sites Class teachers

Class 
Learning 
Journey

To provide an informal time 
for parents to see their child’s 
work in one targeted learning 
area.

Three times per 
year

All sites Class teachers
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Kindergarten Program

This program is run by speech pathologists at each site and aims to support parents’ understanding 
and use of language facilitation strategies to support their child’s language development. Sessions 
are run either around drop-off or pick-up time. In each session parents learn about and practise 
a new skill (language facilitation strategies such as modelling, recasting, etc). The sessions are 
separated into two parts: the first 10-15 minutes invloves a presentation by the speech pathologist 
using a powerpoint with a video demonstrating the skill being used; the second 15 minutes involves 
in-class practise of the skill with modelling and support (parents have the opportunity to practise with 
their child). Parent feedback was very positive. Additional sessions have been developed targeting 
areas of need identified by parents. 

Focus 2021: 

1. Speech pathologists will run sessions based on parent need linked to the profile of 
students in each Kindergarten classroom.

2. Speech pathologists may include the additional session/s developed if parent need is 
identified (Developmental Language Disorder + Phonological Awareness). 

Pre-Primary Parent Book Sharing Program 

The Pre-primary parent book sharing program was run by speech pathologists in-person at two sites 
(Padbury and Poseidon) in Term 1 2020, and online at two sites (East Hamersley and Quinns Beach) 
in Term 3 2020 - the delivery of the program was interrupted and modified due to the COVID-19 
pandemic, but the full program was completed at each site in the varied formats. Parents attend 
five sessions over the term and learn effective book sharing strategies. Parents borrow a book bag 
during each session, have time to apply the strategy and write take-home goals during the session, 
and practise the strategy prior to the next session. The cumulative learning over the term supports 
parents’ learning and implementation of effective book sharing strategies with their child. Parent 
and teacher feedback about students’ engagement in book sharing and language skills (particularly 
comprehension) was very positive.  

Focus 2021: 

1. The program will be run in Term 2 onsite at the Padbury, Poseidon and Quinns Beach 
sites, and will be run at East Hamersley depending on parent interest. 

2. The adaptation of the program to an online format of delivery will be reviewed.
3. General Workshops

Workshops were run across sites targeting general introduction to Developmental Language 
Disorder, Reading and Transition to Mainstream.

School Board

The School Board has an established structure and charter including a defined cycle of reporting at 
each meeting with a focus on student data, finance monitoring and annual report certification. For 
2021 we will conduct online board training in 4 modules for new members and/or members who 
have not previously accessed training.

Student Numbers and Referrals

For 2020 the Centre had 88 Kindergarten (7 classes), 115 Pre-primary (8 Classes) and 122 Year 1 (9 
classes) students enrolled.
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Referrals, Student Numbers and Classes for 2020

The intake area for the West Coast Language Development Centre consists of 90+ government 
primary schools located along the coastal strip north of the Swan River, west of Wanneroo Road and 
south of Lancelin. All referred students must have a significant Developmental Language Disorder in 
one or more language areas that is detailed in a report completed by a speech pathologist as well as 
information about non-verbal cognitive abilities (formally assessed by a psychologist for Pre-primary 
and Year 1 referrals), and sound adaptive behaviour. While Covid-19 did have an impact on referral 
timelines we did finally receive similar numbers to previous years, however, a higher number of 
parents declined a placement when offered. 

The West Coast Language Development Centre continues to receive high referral numbers 
compared to most Language Centres. The Centre exits and places in excess of 130-160 students 
(136 for 2020) each year. Our largest intake years are Kindergarten and Pre-primary.

In 2020, (for 2021 placement), while we had a high number of Kindergarten referrals, around 10 
parents declined a place, especially for our Quinns site. The other issue impacting placement is 
access to the bus service for some parents. The following table overviews the placement of students 
for 2021.

Placement by Site

Referrals from Government Agencies

Rating

Year
Pre Place-

ment 1 2 3 NE Offer Accepted Waitlist
K EH 17 13 2 2 0 17 14 0
K Pad 24 19 4 1 0 24 24 0
K Pos 18 14 2 1 1 17 13 0
K QB 32 26 5 1 31 26 0

Total K 91 72 13 4 2 89 77 0

Year
Pre Place-

ment 1 2 3 NE Offer
Accepted

Waitlist
PP EH 13 10 2 1 0 9 9 4
PP Pad 18 15 3 0 0 18 18 0
PP Pos 9 8 1 0 0 6 5 4
PP QB 20 11 4 0 5 15 13 0

Total 
PP 60 44 10 1 5 48 45 8

Year
Pre 

Placement 1 2 3 NE Offer Accepted Waitlist
YR1 EH 9 6 1 1 0 5 5 4
YR1 Pad 7 5 3 0 0 7 7 0
YR1 Pos 2 0 1 0 1 0 0 1
YR1 QB 3 1 0 2 0 1 1 2
Total 
YR1 21 12 5 3 1 13 13 7

Total Referrals 172 128 28 8 8 150 135 15
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Placement by site

Referrals and Placement from Government and Non-Government Agencies

Student Exiting Summary

During, and at the end of 2020, 136 students exited (121 from Year 1 and 12 from Pre-primary and 5 
from Kindergarten), and returned to their mainstream schools for 2020. 

Focus 2021:

1. Update Regional Office about referral trends and impact on accommodation at the Northern 
sites.

Transition

The exits each year represent about 46% student turnover. All schools receive an exit letter during 
Term 4 that overviews the individual student strengths and difficulties to support mainstream school 
based decisions about class placement.  During Term 1 2020 all teachers of 2019 exited students 
were informed of a day’s training opportunity that covers all the areas of language and associated 
literacy with a focus on key strategies and tools used by the Centre. This is then linked to the ability to 
access outreach for government schools. 

Aboriginal Cultural Framework

We continue to offer a comprehensive and supportive program for all our students with consideration 
to their cultural background and their language disorder. There is a focus in the curriculum on looking 
at Aboriginal history in Australia and the LDC includes this within the HASS planning documents for 
Pre-Primary and Year 1. Teachers have developed intentional planned lessons that include many 
aspects of Aboroginal culture. A modified version of the Acknowledgement of Country was created for 
the purposeful use in K-Yr 1 with language appropriate for the LDC students.

The centre celebrated Aboriginal and Torres Strait Children’s Day across all grades in the following 
ways;

• Acknowledgement of Country - video from ABC Play School
• Introducing the day and discussing why we are celebrating the day
• Listening to the story “Finding our Heart’ and completing activites across the curriuclum that 

linked to the story; English, Phys Ed, Maths, The Arts.
• Watching/listening Story – Finding our Heart read by Thomas Mayer

A focus for 2021 will be to develop several Language Based Units on traditional Aboriginal stories. 
The DOTT providers will have this as a year long project with the view that teachers will conduct a 
unit of study each semester. 

Sitee Kindergarten Pre-Primary Year 1 Total
Padbury 23 18 7 48
Quinns Beach 21 15 1 37
Poseidon 18 5 1 24
East Hamersley 13 9 2 24

Kindergarten Pre-Primary Year 1 Total
Government 51 23 10 84
Non-Government 40 37 11 88

91 60 21 172



25

Professional learning was provided on a school development day which was aimed at further 
enhancing teacher knowledge around aspects of the Aboriginal cultural framework.

In 2021 staff will engage with Kaarta Koomba (Kings Park) Education’s Noongar presenters to learn 
more about Aboriginal Australian culture and to develop their knowledge of culturally appropriate 
education practices. Staff will also develop an understanding of the appropriate processes to 
introduce cultural education into the classroom, as well as useful respectful practices that can be 
incorporated into any learning environment. 

A Kaarta Koomba (Kings Park) immersive walk on country experience will follow the class based 
learning and will focus on caring for country, sustainability and to recognise the continuing connection 
to country.

t

Acknowledgement of Country

We would like to say 
Thank you to the Noongar People 

for sharing Whadjuk Country. 
We promise to look after it. 

Hello Land  (touch the land) 
Hello Sky  (arms up to sky) 

Hello Me  (hug self) 

Hello Friends  (wave) 

Wanjoo (open arms)
West Coast Language Development Centre

Changing Futures

younger age version
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Community Survey

Parent 

25.7% of the parent body completed the survey with 27% from Kindergarten, 40% from Pre-primary 
and 33% from Year 1. All averages from the questions asked were 3.7 and above (agree or strongly 
agree). The lowest score of 3.7 was for relationships with the local community. For the WCLDC 
this is complex as we form part of the mainstream community in 4 diverse locations and within that 
context our students come from a broader range of communities. For this reason, we do not have 
a separate P & C and parents are encouraged to join the mainstream activities. 7 scores were 4.6 
and above. These cluster around safety for students, high teacher expectations, teacher caring and 
the quality of teaching. It is extremely encouraging to have this affirmation as the WCLDC has a 
commitment to build teacher knowledge and skills. The table below details the averages.

2 . Please rate the items below. 

Question overview

Module name Parent National School Opinion Survey 
2018/2019 

Module owner WA Public Schools

Category None

Mandatory Yes

Type Multiple rating (multi row likert)

Answered 82

Not answered 0

Rating Score

Strongly agree 5

Agree 4

Neither agree nor disagree 3

Disagree 2

Strongly disagree 1

N/A Null

Page 3 of 5www.schoolsurvey.edu.au02/07/2020

WCLDC Parent Opinion Survey 2020
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8 . Please rate the items below. 

Question overview

Module name Staff National School Opinion Survey 
2018/2019 

Module owner WA Public Schools

Category None

Mandatory Yes

Type Multiple rating (multi row likert)

Answered 36

Not answered 0

Rating Score

Strongly agree 5

Agree 4

Neither agree nor disagree 3

Disagree 2

Strongly disagree 1

N/A Null

Page 9 of 11www.schoolsurvey.edu.au02/07/2020

WCLDC Staff Opinion Survey 2020

Staff

36 staff members completed the survey (45%: 24 fulltime and 12 part-time staff). We unpacked the 
data during our School Development day with a focus on the importance of what do the questions 
actually mean and how does this impact on my teaching. 8 scores were 4.6 or above, clustering 
around caring teachers, students are motivated to learn and are having their educational needs met.

With less than half of the staff completing the survey it is recommended that further discussions are 
held in 2021 on how surveys can affect change and the importance that is placed on staff opinions.
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Sharing expertise with our mainstream schools

The West Coast Language Development Centre adds both human and physical resources to the 
centrally funded Outreach service. This occurs through extended resource series professional 
learning that involves action learning and feedback. The key programs that schools can access 
(resources are copyright free within trained schools) are the KAT (Kindergarten Assessment TooI), 
RAT (Rainbow Assessment Tool for PA delivered through the school based services), ‘I Get It!’
Comprehension, ‘I Do It!’ Social Skills and Pragmatics, I Tell It!’ Narrative and Persuasion, Literature 
Base Units (LBU) and the Critical Learning Path.

The following tables overview each resource.

I Get It! (Comprehension)
Purpose
Goals

Developing comprehension strategy use through explicitly teaching 
and training cognitive routines of critical comprehension skills.

Evidence Base Teaching comprehension strategies explicitly, particularly for at-risk 
learners.

Links to other 
programs

I Code It! (Encoding and Decoding) – in development
I Tell It! (Story Grammar Marker Tool Braidy)
I Do It! (Social Skills and Pragmatics)

Materials
Resources

1. File detailing theory and outlining strategies including lesson plans 
and associated resources

2. Puppet used to motivate and engage students
3. Electronic resources
4. Visual Artefacts: Posters, Icons
5. Storybooks
6. Formative Assessment examples
7. Pacing Guides

Delivery Method 1. Explicit, teacher modelling, guided practice to independent appli-
cation.

2. Concrete analogies, visual cues.
3. Linking across other learning areas.

Major Strategies Whole Body Listening; Clink, Clunk Comprehension Monitoring; Look-
ing for and Linking Clues; Detective Smart Guess; Text to Self, Text 
and World Connections, Judging Importance; Main Idea; Inference 
Bridge; Synthesis; Questioning; Story Grammar.

Essential Back-
ground Learning

Vocabulary, syntax and word attack skills (reading comprehension).

Data Collection Formative assessment tasks, curriculum based tasks, work samples 
and in-class observations used to make on-balance judgements 
against a developmental rubric.

 

Written by   

Shelley Blakers 

Comp Monitor Learns to Listen 

Illustrated by   

Julia Reynolds 
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I Do It! (Social Skills and Pragmatics)
Purpose
Goals

To develop effective social, emotional and pragmatics skills through 
establishing physical and verbal routines that facilitate self management.

Evidence Base Teaching social skills and pragmatics routines and strategies explicitly, 
particularly for at-risk learners.

Links to other 
programs

I Get It! (Comprehension)
I Tell It! (Narrative and Persuasion)

Materials
Resources

1. Teacher guide (in development) that includes theory and outlines of 
strategies including lesson plans, co-operative tactics, games and 
associated resources.

2. Range of Australian puppets used to model behaviour and to motivate 
and engage students.

3. Electronic resources.
4. Visual Artefacts: Posters, Icons.
5. Storybooks and literature (social stories).
6. Formative Assessment examples.
7. Pacing Guides.

Delivery Method 1. Virtual park that has areas including Co-operation Playground, Manners 
Café, Friendship Garden, Feelings Pool, Roller Coaster (emotions), 
Problem Solving Maze and Virtues Valley.

2. Concept of Caring Koala Club that students earn membership rights by 
engaging in learning.

3. Explicit, teacher modelling, guided practice to independent application.
4. Concrete analogies, visual cues.
5. Linking across other learning areas.

Major Strategies Boss of Self: Listening, Body, Mouth, Feelings and Brain; Strong and Weak 
Choices; Calming Routines; Conversation Circle

Data Collection Formative assessment tasks, curriculum based tasks, work samples and 
in-class observations used to make on-balanced judgements against a 
developmental rubric.

                I Do It! Park
                Welcome  to

        
        I  Do  It! 
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I Tell It! (Narrative)
Purpose
Goals

To develop understanding of macro and micro text structures that in turn 
facilitates extended oral discourse and written communication.

Evidence Base Teaching story grammar and other text structures enhances extended 
expressive discourse and comprehension.

Links to other 
programs

I Get It! (Comprehension)
I Do It! (Social Skills and Pragmatics)

Materials
Resources

1. I Tell It! book detailing theory and outlining strategies including lesson 
plans and associated resources (Icons).

2. Puppet used to motivate and engage students.
3. Electronic resources.
4. Visual Artefacts: Posters, Icons.
5. Formative Assessment examples.
6. Pacing Guides.

Delivery Method 1. Explicit, teacher modelling, guided practice to independent application.
2. Concrete analogies, visual cues.
3. Comprehension first, telling built from this.
4. Story Banking through repeated, multi-sensory telling.
5. Linking across other learning areas.

Major Strategies Icons that represent story elements. Teach the set-off through Humpty 
Dumpty analogy. Repeated Multi-sensory Story Telling (Story Banking).

Data Collection Formative assessment tasks, curriculum based tasks, work samples and 
in-class observations used to make on-balance judgements against a 
developmental rubric.

The Critical Learning Path
Purpose
Goals

To provide a guide that supports the monitoring of teaching and learning
English. It unpacks the critical language skills sequentially and in detail and 
how these skills underpin the content descriptors and elaborations of the 
Australian Curriculum.

Evidence Base Oral language is the foundation for the development of literacy skills and 
is considered to be a strong indicator of later reading, writing, and overall 
academic achievement (Bradfield et al., 2013; Communication Trust, 2013; 
Gross, 2013; Hill, 2012; Hougen & Smartt, 2012; Kirkland & Patterson, 2005; 
Resnick & Snow, 2009; Winch et al., 2010) or as Babayigit (2012, p. 2) states 
[it is] “...a complex and mutually facilitating relationship.”

Links to other 
programs

I Get It! (Comprehension)
I Do It! (Social Skills and Pragmatics)
I Tell it! (Narrative and Persuasion)

Materials
Resources

1. Critical Learning Path document detailing every language area and its 
associated links to the English curriculum descriptors.

2. Electronic resources
3. Accompanying ‘Intervention manual’ that contains; theory, strategies, 

visual icons, graphic organisers, intervention procedures, scaffolding 
techniques.

4. References
Delivery Method 1. Professional learning

2. Accompanying explicit planning sessions at the individual and group 
level.

3. Linking across other learning areas.
Major Strategies The Intervention Manual contains explicit examples of language teaching 

strategies focusing on how to intervene for students who have language 
difficulties or disorder.

Data Collection Assessment (diagnostic and analytic) tools that have been designed by 
the LDC or external agencies to capture information on where language is 
breaking down and where to intervene.
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Based on LDC Literature Units 

Compiled by Deborah Silverlock

Literature Based Units (LBU)
Purpose
Goals

To develop the understanding of how to explicitly unpack and analyse the 
language components of good literature.

Evidence Base Based on: ‘Sequence of Literature-Based Language Intervention Activities’ 
by R. Gillam & T. Ukrainetz in Contextualized Language Intervention (2006)

Links to other 
programs

I Get It! (Comprehension)
I Do It! (Social Skills and Pragmatics)
I Tell it! (Narrative and Persuasion)

Materials
Resources

1. LBU protocol booklet 
2. A completed LBU example on Crunch the Crocodile.
3. Electronic resources.
4. Visual Artefacts: Graphic organisers, narrative icons
5. Formative Assessment examples.

Delivery Method Professional learning, teacher modelling, guided practice to independent 
application.

Major Strategies A mulitude of strategies are covered:
       - Pre-story Knowledge Activation:
                      A: Graphic Organisers B: Pre-story Discussion
       - Shared Reading of Entire Story
        - Post-Story Comprehension Discussion Literal / Inferential Questions
        - Focused Skill Activities:
                 A: Narrative (macrostructure) B: Vocabulary (Semantics) 
                  C:  Grammar (Syntax) D: Social Skills (Pragmatics) 
                  E: Early Writing

Data Collection Formative assessment tasks, curriculum based tasks, work samples and 
in-class observations used to make on-balance judgements against a 
developmental rubric.

Persuasion

    6th Edition, 2020

West CoastLANGUAGE DEVELOPMENT CENTREChanging Futures
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The following tables summarise the individual resource series accessed in the North Metropolitan 
region. Some schools also receive training as part of the School-Based Services.

Name of Session I Get It! Comprehension (modules 1-4)
Presenters Deborah Silverlock and Chris Vawser
Location WCLDC Outreach - East Hamersley PS Presentation Room
Number of 
Participants

11 Number of Schools 2 Presentation 
Hours

11.5

Session Aims Talk through introduction lessons for all Strategies/Skills with emphasis on 
explicit teaching, guided practice and independent work. 

An introduction on language foundations is included in the sessions 
followed by Strategies/Skills – Syntax & Semantics, Listening and 
Attention, Memory & Thinking, Comprehension Monitoring, Visualizing, 
Looking & Linking Clues, Prior Knowledge, Prediction, Judging Importance, 
Problem & Solutions, Cause & Effect, Main Idea, Inference, Synthesis, 
Questioning, Story Grammar, Assessment (Formative) and Integrated & 
Other Strategies. 

A Meaning Making booklet in conjunction with a fiction book is used to 
show how to structure revisiting each of the strategies and skills discussed 
over this 11.5 hour professional development package.

Summary of
Feedback

Comments on overall impressions of these presentations included; “very 
informative”, “The sessions were relevant and we appreciated references 
to the year groups we teach”, “It was very useful knowledge that we will 
take back to our school”, “Good variety of information and interaction, as 
DOTT teachers, some of it will be hard to fit into the subject lessons.”

As far as being confident to implement the ideas, the average score was 
8 out of 10. Comments included; “It makes it clear and engaging (for 
students and teachers)”, “I have tried some strategies and found them 
very effective but I think synthesising will be a challenge”, “We have 
so much material to support us, it’s just a question of developing more 
confidence to use it all”, “Practise will improve my confidence of delivery 
of all of these strategies”, “So many scaffolding ideas to enable improved 
comprehension.”

Concepts or activities which participants are keen to use or have used 
successfully in the classroom are; main idea circle for 3D shapes, 
writing questions for book share in advance on sticky notes, students to 
visualise through descriptive language, look for and link clues, clunk for 
comprehension monitoring and think alouds, visualising across a range of 
activities.

Future 
Adjustments

Continue to advertise within district to attract more educators.

Topic Information Strategies Resources Confidence to 
Implement 

Av. score (5)
5 5 4.9 4.9 8
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Name of Session  Do It! Social Skills and Pragmatics (modules 1-4)
Presenters Emma McFarland and Catherine Regan
Location WCLDC Outreach - East Hamersley PS Presentation Room
Number of 
Participants

8 Number of Schools 1 Presentation 
Hours

10.5

Session Aims Theory on the importance of Social Skills and why we target Social skills.
Introduction and overview of I Do It! Park – animals, park areas, joining the 
park, routines (Boss of Body and Mouth) and collaborative structures.

Theory, introduction, resources and key messages to teach in each of the 
following units - Greetings and using good manners; Rules; Turn taking 
and Sharing; Joining in; Conversations; Feelings; Anger management; 
Friendship; Social Problem solving including Bullying; Conflict resolution; 
Managing Worries/fears; Confidence; Persistence and Resilience.

Summary of
Feedback

Comments on overall impressions of these presentations indicated that 
they were informative, engaging, fantastic, great and had good practical 
classroom applications.

As far as being confident to implement the ideas, the average score was 8.2 
out of 10. 

It was commented on that the examples provided during the sessions gave 
her a great platform to launch from. Someone felt confident now they have 
the resources and understand how to implement the lessons.

Concepts or activities which participants are keen to use or have used 
successfully in the classroom are Bullying strategies, resilience, confidence 
and using the books which I have shown and spoken about during the 
sessions.

I feel that this series has been adapted so many times, that it is at a stage 
where, apart from adding any new research, there is no need for further 
changes.

Future 
Adjustments

There is no need for further changes.

Topic Information Strategies Resources Confidence to 
Implement 

Av. score (5)
3.5 3.5 3.75 3.6 8.1   (10)
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Name of Series Kindergarten Assessment Tool (KAT) – 5 sessions
Presenters Shari O’Neill & Stacey Keyser
Location WCLDC Outreach - East Hamersley PS Presentation Room

Metro Training PD - 1 Full Day
Number of 
Participants

37 Number of 
Schools

23 Presentation Hours 6.5

Number of 
Participants

29 Number of 
Schools

21 Presentation Hours 6.5

Number of 
Participants

27 Number of 
Schools

16 Presentation Hours 6.5

Series Aims These sessions aim to introduce schools and education staff to the
Kindergarten Assessment Tool (KAT) – a criterion referenced oral language
assessment tool developed by the West Coast LDC Outreach Service. The
sessions provide background information on the development of the KAT, 
information on oral language skills and their importance, an overview of the 
whole kit, and an in-depth look at each of the subtests. Participants are given 
specific information on how to administer and score the subtests and how to 
analyse the data. This Metro-based PL is provided as a full day session to 
allow participants to access all of the information required at one time. Upon 
completion of the training session, participants are eligible to attend KAT 
Network Sessions which are held every term as a means of ongoing support 
whilst using the KAT in their school. This allows them to liaise with staff from 
other schools, have questions answered and extend their knowledge about 
oral language and literacy skills.

Summary of 
Feedback

Participants commented that they found the session informative, thorough and 
relevant with knowledgeable and engaging presenters. They reported that the 
KAT was a valuable assessment tool and a great resource to implement in the 
classroom. High ratings for content knowledge, understanding and confidence 
were noted at the completion of the session and many participants expressed 
an eagerness to start using the tool once back in their classrooms. 

Future 
Adjustments

The KAT Administration Manual was completed and distributed to schools in 
mid 2020 so subsequent KAT Training Sessions (in August and October 2020) 
included information in order to familiarise participants with the Manual.

Feedback Average out of 4

PL – FA1.2: Extent to which this professional learning has increased your 
knowledge and understanding of how students learn

3.1

PL FA1-5: Differentiate teaching to meet the specific learning needs of 
students across the full range of abilities. 

3.0

PL FA2-2: Content selection and organisation 3.2
PL FA2-3: Curriculum, assessment & reporting 3.2
PL FA5-1: Assess student learning 3.1
PL FA5-4: Interpret student data 3.0
PL - Prior Knowledge 3.3
PL - Post Knowledge 8.1
PL - Confidence Rating /10 8.2
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Learning Environment

The learning environment includes the physical space and the safety within the environment, 
both physically and socially. The Centre promotes safe, orderly and physically inviting learning 
environments with the aim to increase the potential for student engagement in learning and 
minimising potential negative risk linked to behaviour issues. Policies and guidelines for managing 
students guide and inform day to day interaction and management of students to ensure maximum 
engagement in learning programs. In addition, targeted skill development and key ways teachers 
teach to support enjoyment and engagement of students form part of Centre-wide approaches. 
Another key aspect is student attendance because this significantly impacts on learning outcomes. 
For our disordered cohort, poor or erratic attendance significantly disrupts learning for a few 
students.

Physical Space

With the additional works on the Padbury Year 1 rooms there has been an improvement in the 
physical space at that site. There has also been painting and new floor covering at Poseidon. 
Walkthroughs in Term 1 focus on looking at the physical space in terms of safety, functionality and 
the effectiveness of visual displays. There is a high degree of consistency across rooms with all 
classes appropriately set up.  Many classes were exceptionally attractive and had very engaging 
environments for students. Walkthroughs indicated that the intentional teaching tables were used 
effectively in most classes. ICT use was evident with all interactive panels in active use and the 
I-pads used with students. Greater use could be made of the Reading Dr program on the computers 
with class teachers setting the program up for individual students. 

Student Attendance Rates

Attendance at school is one key factor in academic progress of students. The Centre monitors 
attendance and provides regular reminders through newsletters, individual letters to parents and via 
case conferences. As expected, attendance rates were down in Semester one due to Covid-19. In 
Semester two the rates returned to within the average range of 92.7%. The following summarises the 
attendance data for 2020.

Attendance Profile

Year Group Breakdown

Overall Kindergarten attendance was highest with a 94.0% attendance rate. Year 1 was slightly 
lower at 92.9 % and Pre-primary coming in at 91.9%. We had a higher than usual percentage of 
unauthorised absences in Semester 2 (34%) and it was felt that this was due to the uncertain times 
of 2020 with some parents keeping children off school due to ongoing concerns regarding Covid. 
The school encouraged parents through ongoing discussion and newsletters to send children back to 
school. Attendance picked up in the second half of the semester as things settled down.

Enrolments Regular Total (%) Indicated Total (%) Moderate Total (%) Severe Total (%)
Current 249 (79%) 46 (15%) 20 (6%) 0 (0%)
Former 2 (50%) 1 (25%) 1 (17%) 0 (0%)
All 251 (79%) 47 (15%) 21 (7%) 0 (0%)

Breakdown Attendance 
Rate %

Regular At Risk 
Indicated

At Risk 
Moderate

At Risk 
Severe

Auth. % Unauth. %

KIN 94.0% 78 7 5 84% 17%

PPR 91.9% 82 21 11 68% 32%

Y01 92.9% 85 26 6 64% 36%
Compulsory 92.4 167 47 17 1 66% 34%
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Focus 2021:

1. Continue the policy of no approval for in-term holidays.
2. Continued monitoring of absentees each term, including parent letters and discussion. 

Put this information in the newsletters.
3. Provide information to parents about the impact of in-term holidays on learning. Make 

phone calls and organise case conferences with parents of students at severe risk.
4. Give 100% attendance certificates to students each semester.

 
SAER, Behaviour and Social Skills

All students at the LDC are deemed at educational risk linked to their Developmental Language 
Disorders, and as part of the placement at the Centre detailed goals are set and rated. Some students 
are identified as requiring a more specific detailed Educational, Social or Behavioural Plan and this is 
documented on specific proformas and communicated to parents. Many of these students received 
additional support and critical intervention as part of the process. A few students with significant 
behavioural/social/emotional needs were on overarching SAER plans linked to more intensive and 
specialised intervention and support. The following table details the number of students and types of 
plans developed during 2020.

Focus 2021:

1. Develop staff knowledge and understanding in trauma-based practices.

National Quality Standard

The standards were reflected on by staff in year groups 
and the consensus was that we met all targeted areas.

Grade CI Literacy (Yr1) Class Teacher 
(Behaviour Plans)

Speech 
Pathology 
CI

Overarching SAER 
(Emotional/Social)

K N/A 4 (2.5%) 21 (27%) 3 (<1%)
PP N/A 11 (8.5%) 61 (51%) 0 
1 30  (26%) 6 (5%) 49 (43%) 2 (2.5%)
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Intensive Early Intervention Service: Student Cohort

The Intensive Early Intervention direct service provides short term, intensive intervention for 
students in the early years who are at the severe end of the group of children defined as having 
Specific Language Impairment (about 2% of the population). The service focuses on K-1 students 
with a maximum of three years placement. The attributes of effective instruction for students at risk 
include differentiated, explicit, systematic, supportive, intensive and specialised approaches. The 
Centre develops parents as active partners in the development of academic learning.

Learning Targets

Overall Target:

Learning is accelerated in English and Mathematics to close the gap between students with 
primary language impairments and non-disordered students.

As the research consistently finds, the biggest gains are made in the early years (up to the age 
of 7) with proportionally larger gains made at Kindergarten and Pre-primary. Our key indicators 
for expressive language (overall structure, language use, content knowledge) show on average 
we accelerate learning in all grades. Receptive language (use of key comprehensions strategies 
(literal recall and inferential thinking) makes slower gains in the early years (K,PP) when the 
focus is building key vocabulary and knowledge with some shift emerging in Year 1. It should be 
acknowledged that within each cohort there is a large spread of scores with a small tail making 
limited progress. These students all have additional and co-morbid conditions or alternate diagnosis. 
The shift in understanding and using language both receptively and expressively is further 
demonstrated through the CELF (a standardised language assessment) test. 

K/PP

Data on 9 Exits

The table below shows the average improvement by index areas as well as final exit scores on sub-
tests. With the index scores, if you move up a band (severe to mild etc.) that demonstrates significant 
progress. 

For the 2020 exits, the Core Language Index for the exiting cohort (a critical marker of DLD) started in 
the severe range but shifted to the average range on exit. The small sample size included 3 students 
who where delayed rather than disordered. On average we improved the scores in each index by 1.2 
Standard Deviations for Receptive Language, Language Content and language structure (linked to the 
strong focus on comprehension, syntax and semantics that will lead to greater expression over time). 
The average for recalling sentences is still low (key marker of DLD) with sentence structure on aver-
age in the average range. This indicates that the majority of the students are within the Developmental 
Language Disordered bucket (over delay). The results below clearly demonstrate the effectiveness of 
the intensive early intervention student service. 
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Index 
Areas

Entry Average Exit Average Subtests Exit Average

Core 
Language

66.4 87.6
+1.4 SD

Sentence Structure
Measures comprehension of grammatical 
rules at the sentence level (points to a 
picture that illustrates a given sentence).

8.4

44% average range

Receptive 
Language

69.1 87.2
+1.2 SD

Word Structure
Measures aquisistion of English 
morphological  (grammatical) rules in a 
sentence completion task.

7.4 

56% average and 
above

Expressive 
Language

67.4 81.5
+0.94 SD

Expressive Vocabulary
Used to evaluate a child’s ability to label 
people, objects and actions. 

7.4
56% average and 
above

Language 
Content

68.7 86.9
+ I.2 SD

Concepts and Following Directions
Used to evaluate a child’s ability to 
interpret, recall and execute oral 
commands of increasing length and 
complexity. 

6.8
44% average or 
above

Language 
Structure

65.9 84.2
+1.2 SD

Recalling Sentences
Measures the ability to recall and produce 
(repeat) sentences of varying length and 
complexity

5.7
33% average or 
above

Explanatory Key Basic Concepts
Evaluates the child’s knowledge of 
dimension/size, direction/position, 
number/quantity and equality concepts.

8.8
90% average range 
(age cut-off for 
testing)

Key Markers 
of Language 
Disorder

Word Classes- Receptive
Measures the ability to understand the 
relationships between associated words.

9.9
82% average range

70 & 
below

Severe Word Classes - Expressive 8.8
58 % average range

71-77 Moderate Level Word Classes Total 10.1
67.2 % average 
arange

78-85 Mild Level Explanatory Key
86-114 Average 13 = + 1 SD (above average); 10 = Mean 

(average)
115 * 
Above

Above Average 7= 1 SD ( Borderline at risk)

6 & 5 = Low
4 = 1 SD; 1 = 3 SD: Very low

General Overview of How Students Progressed Connected to Possible Impacts on Those 
Making Limited Progress
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Year 1

Average Stay at the LDC 2.2 Years: Data for 112 students

The table below shows the average improvement by index areas as well as final exit scores on 
sub-tests. With the index scores, if you move up a band (severe to mild etc.) that demonstrates 
significant progress. For 2020 all students were tested on the New CELF 5 tool for the first time. 
The data for this cohort is not reflective of previous years in terms of improvement with no index or 
subtest scores shifting to the average range. This may be linked to the change of test. The index 
scores shifted around 0.5 SD with no improvement near to to 1 SD gain (as in previous years). These 
standardised scores are not reflected in the functional gains at the class level (represented through 
our Developmental Monitoring Rubrics).  
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Index 
Areas

Entry 
Average

Exit Average Subtests Exit Average

Core 
Language

72 78.6
+0.44 SD

Sentence Comprehension: 
Measures comprehension of 
grammatical rules at the sentence 
level.

6.9
40% average or 
above

Receptive 
Language

75.2 81.9
+0.55 SD
 

Linguistic Concepts: Measures 
understanding of linguistic 
concepts, including comprehension 
of logical operations or connectives.

6.1
40% average or 
above

Expressive 
Language

70.3 78.1
+0.52 SD

Word Structure: Measures 
aquisistion of English morphological 
rules.

6.7
42% average or 
above

Language 
Content

70.9 81
+0.67 SD

Word Classes: Measures the 
ability to understand the relation-
ships between associated words.

7.9
48% average or 
above

Language 
Structure

69.9 78.6
+0.58 SD

Following Directions: Measures 
the ability to interpret, recall and 
execute oral directions of
 increasing complexity. Linked to 
linguistic concepts.

6.1
30% 1 SD average 
or above

Explanatory Key Formulating Sentences: Mea-
sures the ability to formulate 
semantically and grammatically 
correct sentences.

5.6
16% average or 
above

Key Markers 
of Language 
Disorder

Recalling Sentences: Measures 
the ability to recall and produce 
sentences.

6
19% average or 
above

70 & 
below

Severe Explanatory Key

71-77 Moderate 
Level

13 = + 1 SD (above average); 
10 = Mean (average)

78-85 Mild Level 7= 1 SD ( Borderline at risk)
86-114 Average 6 & 5 = Low
115 * 
Above

Above 
Average

4 = 1 SD; 1 = 3 SD: Very low
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Making Limited Progress

The overall progress of students is impacted by a range of factors. Students who were identified 
as making limited or less than expected progress are consistently linked to persistent and resistant 
concerns that impact on their learning. On average, the data indicates that the student gain is 
representative of more than a year’s development in a year. Around 10% of each cohort are slow 
responders to intervention and make limited progress. Of this group at least 95% of the students 
have significant issues with attention. This area is strongly linked to executive function skills 
including social and emotional development as well as self-regulation. While the Centre has very 
explicit strategies that focus on these skills, these students tend to be on a slower pathway for skill 
acquisition. Many of them were referred for paediatric assessments.

By the end of the year, ten students (around 3-4% of the whole school numbers) were identified with 
an alternate diagnosis (autism, significant behavioural issues) not connected to primary language 
issues. All these students received critical intervention in targeted areas. Several had additional 
education assistant time funded by the school. A continuing trend is the number of past students 
receiving an autism diagnosis following their time at the LDC.

I Learn! Monitoring Student Learning

Student learning is monitored using diagnostic, summative and formative assessment tasks as 
evidence for making valid and reliable judgements about student levels and learning achievement on 
Critical Learning Path Developmental Rubrics. Analysis of information from these rubrics is used to 
set, monitor and compare learning targets at the individual, class, cohort and school level to inform 
class and school planning.

Assessment

The Centre uses a range of formative and summative assessments, including Common Assessment 
Tasks, to inform goals, programming, and to measure learning. There is a continuing focus on 
formative assessment implementation with the aim to develop a consistent approach across all 
sites and classes. Formative assessment is a range of formal and informal assessment procedures 
that are employed by teachers during the learning process in order to modify teaching and learning 
activities to ensure improved student attainment. It involves setting clear learning intentions (what 
is being taught and learned), connected to success criteria (what it looks like when the student 
has learned) linked to the provision of feedback to students. Students and teachers judge the 
level of learning against the criteria. This feedback is qualitative (rather than just a score) for both 
student and teacher. This form of assessment enables teachers to use daily learning activities as 
assessments for learning. It also enables teachers to identify and remediate struggling students in 
a manner. Teachers are able to adapt and modify subsequent learning activities and experiences 
based on real time data. Formative assessment can also be Common Assessment Tasks where all 
teachers conduct the same activities with the same embedded assessment tasks. These activities 
can be used to moderate scoring between teachers.

Focus 2021: (Continuing from 2020)

1. Focus on the feedback and teacher clarity aspects of Formative Assessment. 
2. Make links to Performance Management to ensure consistent application of feedback 

across classes.
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English: Introduction

The English curriculum is organised into three interrelated strands: language, literature and literacy, 
that include the critical knowledge, understanding and skills in listening, speaking, reading, viewing 
and writing. The language strand is about knowing the English language, its structure and purpose. 
The literature strand is about understanding, appreciating, responding to, analysing and creating 
literature. The literacy strand is about expanding the repertoire of English usage.

The curriculum content descriptors and elaborations are further organised into sub-strands across 
year levels to represent the developmental sequence. The purpose of the curriculum is to ensure that 
students develop high level literacy. Becoming literate includes developing more complex spoken 
language (decontextualised and academic) as well as acquiring written language. Reading and writing 
involve verbal-linguistic processes i.e., oral language is a critical base.

The English Critical Learning Path

The Language Centre caters for students who have disordered language that in turn impacts the 
development of reading and writing. These students require a more explicit, purposeful approach that 
includes breaking skills down into small developmental steps. To support this process the Centre has 
developed a ‘Critical Learning Path’ document that unpacks critical skills in some detail and in a
sequential order reflecting the developmental route taken by the average learner from Kindergarten to 
Year 6.

This detail is linked to the Australian Curriculum English content descriptors and organised under the 
essential English skills of listening, speaking, reading, and writing with critical sub-skills of each area 
mapped to enable teachers to target, monitor and adapt their teaching and learning more precisely.  
It is important to link the skills of speaking, listening, 
reading and writing to other curriculum areas as they are 
essential skills for all subjects. This document is further 
linked to curriculum pacing guides that break the skills 
down into smaller steps in a term by term structure, 
suitable for the students within our centre. These 
documents are shared with mainstream schools through 
our Outreach Service.

Speaking and Listening Reading Writing
Phonological Awareness

Decoding (phonics) Encoding: Spelling (phonics)
Vocabulary (Semantics)
Syntax (Grammar) (including editing)
Discourse: Narrative (linked to 
exposition)
Comprehension

Pragmatics Fluency Handwriting and sentence 
generation fluency
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The following table details the sub-skills covered in the Critical Leaning Path. In many of the sub-skills, 
the skills are mapped in the context of speaking and listening but have links across to reading and 
writing.

School success hinges on a range of interrelating factors including teacher skill as well as individual 
behaviour, motivation, happiness, esteem, parental interest and the potential to learn. In the early 
years, children develop the essential oral language skills (speaking and listening) through the oral 
domain and interactions with peers, adults and listening to books and other more literate models of 
text. In their formative years children learn skills that are important to the development of literacy 
(reading and writing). Emergent literacy begins at birth with oral language development and continues 
through to the preschool years. Children see and interact with print through books, magazines, digital 
print and other activities encountered in everyday situations.

Parents can see their child’s growing appreciation and enjoyment of print as he or she: begins to 
recognise words that rhyme; starts scribbling with crayons; begins pointing out logos and street signs; 
and starts naming some letters of the alphabet. Slowly, children combine what they know about 
speaking and listening with what they know about print and become ready to learn to read and write.
Oral language abilities are the foundation of later developing literacy skills. In later years, language 
develops through engagement in academic talk and the reading of a wide and diverse range of print 
and electronic media.

Our students are disordered in their basic oral language skills, therefore English is a major priority 
for all students at the Language Centre, particularly Speaking and Listening linked to literacy. To 
ensure maximum progress is made for all students the Centre targets critical sub-strands of speaking, 
listening, reading and writing, including extended discourse skills (narrative), syntax, semantics 
(vocabulary), social skills (including pragmatics), listening comprehension, phonological awareness, 
phonics, spelling, written grammar and writing structures. The centre also has developed or uses a 
range of programs and tools that are evidence based. These include I Get It! (comprehension), I Tell It! 
(narrative and includes the Braidy Story Grammar Marker tool), I Do It! (social skills and pragmatics) 
and I Code It! (code cracking skills where students learn the English code by going from sound to 
print using a synthetic phonics approach). The following summarises the learning outcomes and data 
trends for these areas.

Language Literature Literacy 
Language 
variation and 
change 

Syntax
Vocabulary
Pragmatics

Literature and 
context 

Vocabulary
Narrative 
(exposition)

Texts in 
context 

Syntax
Vocabulary
Pragmatics

Language for 
interaction 

Syntax
Vocabulary
Comprehension
Pragmatics
Narrative

Responding 
to literature 

Syntax
Vocabulary
Comprehension
Narrative
Writing
Pragmatics

Interacting 
with others 

Syntax
Vocabulary
Narrative
Comprehension
Pragmatics

Text structure 
and 
organisation 

Narrative 
(exposition)
Comprehension

Examining 
literature 

Comprehension
Narrative 
(exposition)

Interpreting, 
analysing 
and 
evaluating 

Syntax
Vocabulary
Comprehension

Expressing 
and 
developing 
ideas 

Syntax
Vocabulary
Narrative 
(exposition)

Creating 
literature 

Syntax
Vocabulary
Phonics
Writing
Spelling

Creating 
texts 

Syntax
Vocabulary
Phonics
Writing
Spelling

Sound 
and letter 
knowledge 

Phonological 
Awareness
Phonics
Morphology 
Spelling
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Speaking and Listening
Children start to learn language from the day they are born and as they grow and develop, their 
speech and language skills become increasingly more complex. They learn to understand and use 
language to express their ideas, thoughts, and feelings, and to communicate with others.

Language development from birth to age five is both rapid and amazing. By the age of five most 
children are highly competent users of language. They routinely use a range of sentence types, 
including simple, compound and complex. They are beginning to move beyond the ‘here and 
now’ to discuss and comment on past and future events. They mostly participate appropriately in 
conversations by taking turns, staying on topic and asking and answering questions. Their vocabulary 
is expanding rapidly and many display an emerging ability to understand jokes and simple figurative 
language.

Despite this development, by five years of age it would be incorrect to assume that all children 
develop at the same rate or that the process of language acquisition is all but complete. By looking 
at the broad spectrum of normal development we can identify children whose language is following 
a delayed or disordered pathway. The students at the Language Centre have disordered or impaired 
language development that is not following the expected pathway and/or growth rate.

There are several strands to oral language that represent the twining of receptive and expressive 
processes. In the following section, while each aspect will be described individually linked to growth 
patterns with our students, keep in mind that each strand is not a discrete ‘module’ that can be 
evaluated and taught as separate entities with no connection between them. Each strand interacts 
and impacts on the development of the others in the process of communication.

Overall Target:

Learning is accelerated in English and Mathematics to close the gap between students with 
primary language impairments and non-disordered students.

In the context of the disordered student population, the Language Development Centre consistently 
accelerates improvements for most students in Kindergarten and Pre-primary (including our Aboriginal 
students), with an average demonstrated improvement in most areas of language, expressively and 
receptively greater than 12 months in a 12 month period. For Year 1 students, the overall average 
gain is around 12 months in a 12 month period. This reflects the difficulty our students face as they 
progress to higher grades where the acquisition of academic language is quite difficult for them. 
The data indicates a broader spread of development with a larger number at the lower end in Year 1 
than in Kindergarten or Pre-primary, impacting on the average score. Some of these students have 
previously made significant gains in Kindergarten and/or Pre-primary and are possibly consolidating 
skills. It is also important to note that while accelerated improvement occurs, the core elements 
connected to the Developmental Language Disorder has life-long implications. What we see with 
Year 1 students is a deepening consolidation of their core skills and the more consistent use of taught 
strategies. 

Extended Discourse: I Tell It! Narrative and Exposition

The main focus is on teaching story grammar and text structures to build internal story schemas 
and expository text structure schemas. This is connected to building the language used (syntax and 
semantics through connectives, referencing, adverbials, elaborated phrases, direct speech, and 
cognitive verbs), within these structures. Teaching both macro and micro structure of text is linked to 
using visual cognitive cues (Braidy Icons), to represent macrostructure and other critical elements.

Critical to building story schema is repeated access to text and oral retelling, reciprocal mapping and 
self-generated activities based on good models of text.
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The following summarises the narrative results for the students across the Language Development 
Centre.

Kindergarten

Low level expressive language skills are a hallmark of the students attending the Language 
Development Centre. The students make significant gains throughout their kindergarten year. Typical 
of our cohort, verb and connector development were weak areas which impacted on sentence 
development.

In terms of stage of narrative development (macro or overall structure), at the start of the year, the 
majority of students were at a heap or descriptive stage of development in Term 1 and moved up to 
an action sequence; this was good improvement given the teaching time in Kindergarten. Essentially 
students have moved from primarily labelling to being able to express a sequence of simple events. In 
Term 1, 46% of the cohort were just producing labels or weaker and this reduced to only 15% in Term 
3. In Term 1, only 2%produced an action sequence or stronger and this increased to 56% in Term 3, 
representing significant growth.

The micro, (language use and structure), level focuses on use of verbs, connectors and pronouns in 
the context of sentence structure and expansion of sentences through phrase development. Deficits in 
these areas characterise the expressive language of students with DLD. 

In Term 1, 40% of students were able to produce two structural elements or less (not at the simple 
sentence level), mostly 2 word utterances; by Term 3 only 10% remained at this level. In Term 1, 13% 
of students were able to produce four structural elements, by Term 3 this increased to 47% of the 
cohort (subject+verb+object+ adverbial), e.g. “Mum drives the car to school”. These students were 
close to age appropriate.

Teachers identified key areas they felt had a positive impact on learning outcomes. These included 
the continued use of actions and visual cues to support narrative retells: the use of story maps and 
co-telling (‘Talk for Writing’ program); the Braidy Icons (for macrostructure and microstructure), Shape 
Coding and Colourful Semantics (syntax programs), strategies and scaffolding techniques (such as 
modelling and recasting), all effectively used to support student ability to understand and express 
narrative and to correct grammatical errors. In addition, ‘cold task activities’ and questioning to elicit 
story generation was helpful. The use of ‘think aloud’ strategies as part of interactive book sharing has 
also had a significant and positive impact on language output.

Pre-primary

The cohort was close to achieving the target of 75% (70% at/working towards a primitive narrative). 
The median was in this stage, moving from an action sequence in Term 1 to a Primitive narrative in 
Term 3. 

At the macro-structure level, in Term 1, 48% of students were producing a heap sequence (labelling 
and simple descriptions); by Term 3, only 4% remained here. In Term 1, 11% of students were 
producing primitive narratives (or higher), by Term 3 this had increased to 70%. This demonstrates the 
effective use of visual scaffolding, explicit instruction, intensity and repeated practice for our students. 
The inclusion and maintenance of listener orientation elements are critical to the logical flow and 
cohesion of a story. Whilst there was growth in this area the median was the lowest across skills, 
reflecting the fact that this remains a hallmark difficulty for students with developmental language 
disorder. 

At the micro-structure level, cohesion underpins the structure of the entire narrative and is critical 
to successful story telling.  The median shows movement from the use of temporal connectivity to 
the emergence of causal connectivity. In Term 1, 10% of the cohort were not using any connectors 
(single word and phrases) and 33% could only use simple sentences; by Term 4, only 5% remained 
at this level (which represents students with severe speech difficulties). By Term 3, 69% of students’ 
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were using a wider range of connectors. This links directly to students understanding of cause and 
effect relations. In Term 1, 35% of students had no awareness and by Term 4, 59% were using simple 
emotions to explain reactions, but only 23% were able to do this consistently. This demonstrates how 
challenging it is for our students to acquire this skill.

The ability to reference characters in a narrative is also critical to its cohesion, reflecting the difficulty 
of listener orientation for our students. The ability to use pronouns with appropriate reference back to 
a noun is a significant area of difficult for our students, which comparatively showed less growth than 
other areas. In Term 4, only 3% of students were correctly referencing a noun, but 97% continued to 
overuse or reference incorrectly.  

The use of adjectives showed good growth overall; in Term 1, only 1% of students were using 
adjectives to describe concrete attributes, by Term 4, 37% reached this point with a further 47% 
working towards it. This is impacted positively by the centre’s semantic teaching. In Term 1, 60% of 
students entered Pre-primary with only a small range of labels, by Term 4, only 1% remained at this 
point.

Teachers identified key areas they felt had a positive impact on learning outcomes. These included: an 
explicit focus on cause and effect relations, the use of cognitive verbs, as well as the consistent use of 
‘Think Alouds’ had a significant impact on oral telling and writing. In addition, the use of a 5 sentence 
story structure (a bare bone script) and moving students throughout the year from oral generation 
to written stories strengthened the development of story schema. This was linked to targeted micro-
structure elements taught alongside macro-structure. Exposing students to parallel texts linked to 
practice at inventing new stories, using actions and pictogram story maps further supported narrative 
retell production (as per the ‘Talk for Writing’ program). Teachers also felt that the use of the Braidy 
tool throughout the curriculum (not just in narrative sessions) impacted skill acquisition. 

Year 1

The following information is based on the Familiar Narrative assessment conducted in Term 4 
compared with their Term 4 2019 Pre-primary assessment (12-month period).  Only 57% of the cohort 
achieved the target (75% at a chain/abbreviated episode).

At the macro-structure level in 2019, 8% of students produced a chain narrative, by 2020 43% 
reached this level. The majority of students in 2019 showed some awareness of listener needs 
throughout the story (although not consistently); this shifts in 2020 to students being able to establish 
and maintain listener orientation, however this remains an area of difficulty (affecting the flow & 
cohesion of the narrative). Students continue to assume listener knowledge. By Year 1 the majority 
of students (60%) were including (or working towards) up to five macrostructure elements in their 
narratives. 

The micro-structure of narrative development relates to language use, including vocabulary and 
syntax. Micro-structural deficits are characteristic of children with DLD, consequently overall gains are 
not as pronounced as at the macro level. The use of syntax scaffolds such as Alien Talk, Colourful 
Semantics and Shape Coding have had a positive impact on both the teaching of this area and 
learning outcomes. These tools have also been linked to writing.

Another area of difficulty, impacting the development of more complex sentence structures and 
connections across text, is connectors and conjunctions such as ‘but’, ‘so’, ‘because’, ‘first’ and ‘next’.  
Underlying the use of these conjunctions is student understanding of temporal and causal relations. 
There was a relatively small shift with 84% of students in 2020 using causal conjunctions compared to 
44% in 2019. In 2019, 56% of students were producing only simple sentences, with 16% remaining at 
this stage by Year 1. 
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In 2020, half the cohort progressed to using a variety of verbs (with minimal tense errors) from only 
28% in 2019. However only 12% of the cohort by 2020 were using verbs appropriately and consistently. 
The skill set is complex as it covers the ability to use a variety of both regular and irregular verbs, and 
cognitive verbs as well as marking tense correctly; again this is a characteristic area of difficulty for 
students with DLD.

The following information is based on the Unfamiliar Narrative assessment conducted in Term 4 
compared with their Term 1 2019 Pre-primary assessment (18-month period).  Only 57% of the cohort 
achieved the target (75% at a chain/abbreviated episode).

The unfamiliar results are based on a narrative assessment tool in which a story is told to the students, 
followed by some comprehension questions related to the text. The story is then retold to the students, 
following which they are required to re-tell the story (with picture support).
 At the macro level in 2019, the median increased from a weak action sequence to a weak chain 
narrative in 2020. In 2019, only 15 % of students were producing a primitive narrative, which increased 
to 55% in 2020. In 2019, none of the students were able to produce a chain narrative; by 2020, 24% 
were able to do this. In 2019, 56% of students included two story components in their retells; this 
increased in 2020 to 54% including 4 elements and a further 31% including five plus elements.

The median did shift from 2019 to 2020 with students having an awareness of listener orientation, 
however this was still not used consistently. This is also reflected in pronoun use; overall students 
are using pronouns but are limited in the ability to reference to a noun – so use is inconsistent. On a 
positive note, at the beginning of Pre-primary, 2019, 13% of students had no listener orientation and 
61% insufficient, however by 2020 only 3% remained at this point. 

The median for conjunction use moved from temporal use to causal use. In 2019 10% of the cohort 
were not using connectors and a further 36% were only using simple sentences, by 2020 only 3% 
remained there. 

By 2020, 42% of the cohort were working towards using concrete adjectives and 18% were using 
more complex forms. However, there were also 39% of students who were still unable to use simple 
adjectives (i.e. Quantity).

Verb use showed the lowest area growth across narrative skills. In 2020, 64% were at/working towards 
using an expanded range of regular and irregular verbs, but only 11% were using some cognitive verbs 
(and minimal tense errors).

Focus 2021:

Kindergarten
1. Supporting new teachers in the use of Narrative assessment tasks to assist in planning 

intervention.
2. Continued focus on developing students’ understanding of story schema to support 

comprehension. 
3. Continued use of Colourful Semantics strategies to support and extend students’ 

sentence structures.
4. Provision of ‘tailor made’ narrative PL given that there will be so many new Kindy teachers 

in 2021. (Current advanced narrative PL goes into detailed analysis not specific for Kindy 
teachers).

Pre-Primary
1. Teachers and Speech Pathologists to work together on the use of story scripts (used 

alongside story maps) to support students’ Narrative re-telling.
2. Speech Pathologists to support teachers in understanding the main idea/gist of texts in 

order to guide key targets for intervention.
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3. Advanced Narrative Professional Learning to be continued for new and recent staff.
4. Speech Pathologists to discuss the teacher training and support of Narrative analysis, to 

ensure consistency across the centre. 
5. Speech Pathologists to support teachers’ understanding of ‘cause and effect’ in 

narratives to guide accurate analysis.

Year 1
1. Narrative teaching to focus on ‘Listener Orientation’ (character, time and place) linked to 

referencing (pronoun use) and marking verb tense correctly to improve the cohesion of 
students’ narratives.

2. Teachers to include 3-4 narratives per term, explicitly teaching macro-structure and 
micro-structure; including the use of story maps which can be expanded over time.

3. The provision of professional learning to give teachers the opportunity to share ideas 
about micro-structure intervention within Literature Based Units.

4. Provide Teachers and Speech Pathologists with the opportunity to observe experienced 
staff in the classroom.

8 

       Speaking and Listening           EXPRESSIVE LANGUAGE GRID and CHECKLIST- KINDY

Target 
Verbally engage using sentences containing 4 clausal elements. (A score of 150 or better on these elements on the new 
profile.) Able to engage in stories at an action sequence level (150 on grid). NB: Format change for 2019 for stage of 
development column.  

Have we met the Kindergarten enabling targets? 

Verbally engage using sentences containing 4 clausal elements. 
Year 2018 2019 2020 
% to meet target or better 50% 50% 50% 
% that met the target or better 50% 49% 56% 
Target met, nearly met, not 
met 

Able to engage in stories at an action sequence level. 
Year 2018 2019 (adjusted scoring) 2020 
% to meet target or better 50% 50% 50% 
% that met the target or better 68% 48% 48% 
Target met, nearly met, not 
met 

Key:   0 = Not demonstrated   /   1 = Emerging   /   2 = Consolidating / 3 = Achieved/Consistent Use 
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10 

       Speaking and Listening NARRATIVE GRID – Familiar Retell PP

Target 

Have we met the Pre-Primary enabling target? 

Able to retell stories at a reactive sequence level or higher. (170 familiar narrative) 

Year 2018 2019 2020 
% to meet target or better 65% 70% 75% 
% that met the target or better 74% 73% 71% 

Target met, nearly met, not 
met 

13 

       Speaking and Listening NARRATIVE GRID – Familiar Retell Year 1

Target 

Have we met the Year 1 enabling target? 

Able to retell stories developing at a chain level or higher. (190 familiar narrative) 

Year 2018 2019 2020 
% to meet target or better 70% 70% 75% 
% that met the target or better 75% 73% 57% 

Target met, nearly met, not 
met 
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Comprehension (I Get It! Comprehension: Listening and Reading)

Whilst they can often be ‘assumed’ in an average mainstream cohort, oral comprehension skills and 
processes are taught meta-cognitively and explicitly at WCLDC. Teachers and speech pathologists 
utilise a range of evidence-based practices and strategies to help make this hidden skill more 
accessible for students with a Developmental Language Disorder. Across the Centre, staff use 
puppets and visual cues within the ‘I Get It!’ program to support the development and use of key 
comprehension strategies such as comprehension monitoring, effective listening, and problem 
solving.

2020 was an interesting one for collection of evidence of oral comprehension skills at WCLDC. 
After a trial period across 8 classes in 2019, and much modification and discussion, the new Oral 
Comprehension Profile was used for all students at the Centre this year. A significant difference 
between the previous monitoring rubric, and this profile, is the allocation of separate scores for each 
linguistic instruction type, and each literal and inferential question type. Whilst the previous monitoring 
rubric was based on placement within a general developmental progression, it is often the case that 
students with Development Language Disorder do not follow a ‘neat’ developmental progression. 
Changing to more specific scoring has resulted in a more sensitive assessment tool which can reveal 
detailed areas of strength and weakness in oral comprehension. During data reflection meetings, 
teachers especially discussed the benefits of being able to more specifically observe what types of 
questions – linked to narratives – students either understood, or struggled with.
 
It is always difficult to compare data collected by two different tools, and this year’s oral 
comprehension target data has been no exception! This year’s data could not be easily compared 
with previous cohorts at a numerical level. With 2020 falling within the current data collection cycle, 
attempts were made to align current targets with the new profile. Results suggest that this was not 
always successfully done! Staff were understandably concerned by the resulting apparent lack of 
achievement of some of the comprehension targets. 

The lack of achievement of the linguistic instructions target may actually be a reflection of a more 
sensitive assessment tool, rather than a sudden decline in the ability of a cohort. In previous years, 
with different instruction types “stacked” in a column, if a child followed instructions with prepositions 
correctly 85% of the time (equivalent to a score of 2 on the new profile) but also followed instructions 
with before/after or two step unrelated commands with 75% accuracy, teachers and speech 
pathologists may have marked the child in the before/after ‘box’ (higher up that column of the rubric) 
so as to be able to show that the child can follow those instructions some of the time. This might 
then be interpreted as the child following instructions with prepositions with 100% accuracy (reliably 
– as per the target), because the highlight would be above the prepositions ‘box’. A similar argument 
could be made for two step instructions. The new oral comprehension profile can more sensitively 
reflect specific instruction types followed with relative ease or difficulty, without relying on a ‘neat’ 
developmental progression being followed (which is often not the case for children with disorder). 
With that in mind, staff endeavoured to focus on the actual skills students were successfully or not-so-
successfully learning, rather than being able to make any neat comparisons with previous years. 

Summary of Results 

Kindergarten

Much of the Kindergarten teaching year at the LDC is spent teaching children to listen and attend in a 
group learning setting. In Term 1, 46% of students required adult support to help them attend for even 
very short periods of time. By Term 3, this had reduced to 16%. 

This year the enabling target for comprehension monitoring was that 65% (as compared to 70% in 
2019) of children be able to indicate a lack of understanding, at least using a non-specific response. 
At the beginning of the year only 14% of children were able to do this, but by Term 3, 57% of the 
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Kindergarten cohort were at the target. Comparable with 2019, half of the Kindergarten students did 
not show any evidence of comprehension monitoring at all on entry to the WCLDC. During the data 
reflection process, Kindergarten teachers discussed that they often see significant growth in this skill 
during Term 4, when their consolidating listening and attention skills enable students to make more 
use of explicitly taught comprehension monitoring strategies. 

The new oral comprehension profile enabled closer analysis of students’ ability to follow instructions 
containing prepositions and two step related commands. In previous years this data was combined. 
This year, 74% of students were consolidating, or had achieved, the ability to follow two step related 
commands (enabling target: 70%). However only 62% of students were consolidating, or had 
achieved, the ability to follow instructions containing prepositions (enabling target: 70%). Interestingly, 
the percentage of children who were consolidating, or had achieved, the ability to follow both types of 
instructions was only 58%. This challenges assumptions based on the previous oral comprehension 
monitoring rubric, that the two skills are comparable. Despite not meeting enabling targets, it is worth 
noting that 20% of students began the year unable to follow these instruction types at all, and this had 
reduced to less than 5% by Term 3. 

Students in Kindergarten made pleasing improvements in their ability to understand and answer literal 
questions. The target was that 55% of students could demonstrate consolidating comprehension 
of literal questions (score of 2.0 or more). This target was comfortably met, with 69% of students 
demonstrating skills at this level, up from 24 % in Term 1. With the new profile separating literal 
and inferential question types more specifically, and a Centre-Wide focus on developing inferential 
comprehension through book sharing, it was pleasing to see that even at this young age, 92% of this 
cohort were demonstrating an emerging understanding of inferential questions by Term 3.  

Pre-primary

Whilst it is difficult to precisely compare the previous monitoring rubric with the new oral 
comprehension profile; descriptively, this year’s Pre-primary cohort demonstrated a continuing trend 
of slightly poorer listening and attention skills at the beginning of the year. Interestingly, the Pre-
primary cohort’s overall average gain in listening and attending skills was smaller than that made in 
Kindergarten or Year 1 for 2020. On average in Term 3, this Pre-primary cohort was only developing 
the ability to listen and attend to less motivating tasks for short periods and more motivating tasks for 
longer periods.

Despite these limitations in listening and attention skills, 60% of the Pre-primary cohort met the 
comprehension monitoring target for the year (target = 40%) to verbally specify their reason for lack of 
comprehension. In Term 1, 40% of the cohort were still not showing any evidence of comprehension 
monitoring other than perhaps stopping what they were doing. This had reduced to 14% in Term 3, 
demonstrating a more pro-active approach to comprehending. In line with some of the enquiry and 
action learning undertaken in this area in 2019, updated resources and lesson plans were added to 
the class “I Get It!” kits this year, and the hand signal used with students was simplified. Teachers 
reflected that this was indeed easier for students to use. 

As in 2019, this year’s Pre-primary cohort did not meet enabling targets for following linguistic 
instructions, but the degree to which the target was not met was more significant this year. This was of 
particular concern to teachers during the data reflection process. In aligning the new comprehension 
profile with the phrasing of the existing enabling target (“reliably follows”), a cohort average score 
of 3.0 (achieved) was measured. Had this been expanded to include a score of 2.0 (consolidating), 
88% of the cohort would have been measured as following instructions containing 2-step related 
commands, and 80% of students were following instructions within the classroom containing 
prepositions. (Further discussion about these apparent gaps in achievement has also been made 
above.)
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The enabling target for answering questions in 2020 was that, on average, 50% of students would be 
demonstrating an emerging ability to answer inferential questions. Actually, by Term 3, 100% of the 
cohort were performing at this level. Furthermore, 41% of the cohort were demonstrating consolidating 
or reliable understanding of inferential questions. Teachers continued to reflect on the positive impact 
of explicitly planning inferential questions to discuss with students during regular book sharing.

Year 1

Listening and attention skills made pleasing gains from Term 1 to Term 3, with 41% demonstrating 
well developed listening skills and sustained attention at the end of Term 3, as compared to only 7% 
at the beginning of the year. On average, the year one students moved from developing their ability to 
listen and attend for short periods, to well-developed skills within structured and routine settings. The 
co-existence of attentional difficulties with Developmental Language Disorder is well known, and this 
is reflected by 30% of the Year 1 students still only developing their ability to listen and attend for short 
periods, or with adult support. 

47% of children were able to independently indicate when comprehension broke down and identify 
and use ‘fix-up’ strategies, with a target of 40% at this level. This was a significant level of growth, 
with only 4% of students displaying these skills in Term 1. Comprehension monitoring had been 
a professional development focus earlier this year, following limited results in previous years. The 
modified hand signal taught to cue students to use these skills, was developed in such a way as to 
more easily move from comprehension breakdown to use of the ‘fix-up’ strategy.  

As with this year’s Pre-primary cohort, there was a notable gap in Year 1 between student 
achievement in following linguistic instructions, and the Centre’s enabling target in this area. Only 
33% of students could reliably and consistently follow two step unrelated commands. Only 20% 
were coping dependably with instructions containing before/after in order of mention. Only 14% of 
students could reliably follow both of these kinds of instructions. The enabling target was that 60% 
be able to do this reliably. Again, there is a difference in how this is scored on the new profile, and if 
the “consolidating” descriptor is included in the data, the results are more pleasing. 81% of students 
were consolidating or reliably following 2 step unrelated commands. 53% of students were following 
instructions containing before/ after in order of mention. The concepts of ‘before’ and ‘after’ have 
historically been difficult for students with DLD at the Centre and teachers continue to trial new ideas 
to help students better understand them. 

As mentioned previously, literal and inferential comprehension were assessed separately, with 
different question types assessed individually on the new profile. 84% of Year 1 students were 
demonstrating consolidating or reliable ability to answer inferential questions in term 3, with a 
target of 65%. Pleasingly, only 20% of students could dependably answer the full range of literal 
comprehension questions in Term 1, but this had increased to 75% by Term 3. More specifically, the 
data revealed that answering literal ‘how’ and ‘when’ questions, explaining their own inferencing, and 
understanding questions about story themes and resolution, proved most problematic for the year 1 
students.

Focus 2021:

1. In line with the Centre’s overall focus on “the sentence”, provide staff development 
regarding the sentence level syntactic and semantic demands of different types of 
linguistic instructions.

2. Embed the use of think-alouds during explicitly planned book sharing opportunities to 
support development of higher order thinking skills across all year levels.

3. Re-visit a focus on prepositional language, including ‘before’ and ‘after’ in instructions.
4. Align Oral Comprehension enabling targets for next review cycle more closely with the new 

oral comprehension profile. 
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Have we met the Kindergarten enabling targets? 

Indicates lack of understanding at least using non-specific responses (0.2) (2020 New comprehension profile: 130 or above) 
Year 2018 2019 2020 
% to meet target or better 65% 70% 65% 
% that met the target or better 71% 65% 57% 
Target met, nearly met, not 
met 

Developing the ability to follow instructions with prepositions and 2 step related commands (0.25). (2020 New 
comprehension profile: Score 2.0 or above on these two items) 
Year 2018 2019 2020 
% to meet target or better 70% 70% 70% 
% that met the target or better 73% 85% 58% (62% with Preposition 

& 74% at 2 step related). 
Target met, nearly met, not 
met 

Developing the ability to answer think and search questions (0.15) (2020 New comprehension profile: Consolidating (Av = 
2.0+) understanding of literal questions.) 
Year 2018 2019 2020 
% to meet target or better 60% 50% 55% 
% that met the target or better 49% 62% 69% 
Target met, nearly met, not 
met 

Reflection and Foci 
2018 2019 2020 
Summary Staff Reflection 

The staff discussed the impact of students’ 
background knowledge on their ability to answer 
questions, and related to this how semantics and 
front-loading must be considered in their teaching. 
Teachers also challenged themselves to be 
conscious of increased processing time for 
answering questions. Discussion also focused on 
what semantic skills (in what order) are needed to 
develop ability to answer similarity and difference 
questions. The strategies and scaffolds within the 
I Get It! Program continue to have a positive 
impact with sound across class consistency, 
particularly with Whole Body Listening and 
comprehension monitoring.  Also using Think 
Alouds as part of book sharing enables to 
students to see what is normally invisible.  

Summary Staff Reflection: 

Kindy teachers reflected that they had focussed 
on explicit and repetitive practice of the concepts 
children need to understand to successfully follow 
instructions (e.g.: prepositions) with pleasing 
outcomes. They also challenged themselves to be 
more conscious of broadening the contexts within 
which children follow instructions beyond daily 
routines. 
The staff discussed the positive impact of 
increased use of meta-cognitive think-alouds 
during book sharing, especially those which 
highlighted making connections between personal 
experience and texts. 
Members of the English Curriculum Team 
explored using “silly” sentences and pictures 
(semantic absurdities) to help develop early 
comprehension monitoring skills with some 
success.  

Summary Staff Reflection: 

2020 was an interesting one for collection of 
evidence of oral comprehension skills at WCLDC 
with the new Oral Comprehension Profile being 
used for all students at the Centre for the first time 
this year. A significant difference between the 
previous monitoring rubric, and this profile, is the 
allocation of separate scores for each linguistic 
instruction type, and each literal and inferential 
question type. During data reflection meetings, 
teachers especially discussed the benefits of 
being able to more specifically observe what types 
of questions – linked to narratives – students 
either understood, or struggled with. 

Comparable with 2019, half of the Kindy students 
did not show any evidence of comprehension 
monitoring at all on entry to the WCLDC. During 
the data reflection process, Kindy teachers 
discussed that they often see significant growth in 
this skill during term 4, when their consolidating 
listening and attention skills enable students to 
make more use of explicitly taught comprehension 
monitoring strategies. 

Summative Statement (Judgement): 

This year’s cohort started the year on average 
weaker than previous cohort receptively. While 
this significantly impacted on social skills 
development, it also impacted on general problem 
solving connected to comprehension. Attention 
skills started the year significantly weak but did 

Summative Statement (Judgement): 

This year’s cohort improved moderately across 
most areas. By term 3, about 46% (from only 3% 
at the start of the year), of students could attend 
for longer periods of time across an increased 
range of settings. This is slightly higher than the 
2018 cohort.  

Summative Statement (Judgement): 

Much of the Kindergarten teaching year at the 
LDC is spent teaching children to listen and attend 
in a group learning setting. In term 1, 46% of 
students required adult support to help them 
attend for even very short periods of time. By term 
3, this had reduced to 16%. This year the enabling 
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Have we met the Pre-Primary enabling targets? 

Can verbally specify a reason for lack of comprehension (0.3). (2020 New comprehension profile: 140 or above) 
Year 2018 2019 2020 (new profile) 
% to meet target or better 40% 40% 40% 
% that met the target or better 34% 50% 60% 
Target met, nearly met, not 
met 

Reliably follows instructions with 2 step related commands (0.3). (2020 New comprehension profile: Score 3) 
Year 2018 2019 2020 (new profile) 
% to meet target or better 70% 70% 70% of students scoring 3.0 for 2-step 

related commands and instructions 
with prepositions. 

% that met the target or better 70% 63% 27% (35% prepositions and 44% 2 step 
related) 

Target met, nearly met, not 
met 

Reliably answers think and search questions. (0.2). (2020 New comprehension profile: Emerging (Av = 1.0+) understanding 
of inferential questions.) 
Year 2018 2019 2020 
% to meet target or better 40% 50% 50% 
% that met the target or better 49% 58% 100% (new profile) 
Target met, nearly met, not 
met 
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(0.8). (2020 New comprehension 

Have we met the Year 1 enabling targets? 

Uses a variety of taught strategies to monitor comprehension across the school day 
profile: 150 or above) 
Year 2018 2019 2020 
% to meet target or better 40% 40% 40% 
% that met the target or better 38% 37% 47% 
Target met, nearly met, not 
met 

Reliably follows instructions containing 2 unrelated steps (0.8). (2020 New comprehension profile: Score 3.0 on these two 
items) 
Year 2018 2019 2020 
% to meet target or better 55% 65% 60% 
% that met the target or better 63% 58% 14% (33% 2 step unrelated; 

20% before/after) 
Target met, nearly met, not 
met 

Developing the ability to answer solve-it questions (0.7). (2020 New comprehension profile: Consolidating (Av = 2.0+) 
understanding of inferential questions.) 
Year 2018 2019 2020 
% to meet target or better 70% 70% 65% 
% that met the target or better 71% 79% 84% 
Target met, nearly met, not 
met 

Reflection and Foci 
2018 2019 2020 
Summary Staff Reflection: 

Teachers discussed the positive impact of 
front-loading concepts and use of the I Get It! 
strategies explicitly and across a range of 
settings. Book sharing with think alouds to 
model thinking was also highlighted. The use 
of Alien Talk focused on syntax in 2 classes 
has been positive and as a result it will be 
used across all year 1 classes in 2019. 
Teachers found the section of I Tell It! which 
links narrative elements to I Get It! useful for 
planning.  

Summary Staff Reflection: 

Teachers discussed the positive impact of 
their continuing focus on developing students’ 
inferential comprehension through a range of 
evidence-based practices such as think-
alouds using cognitive verbs and book-
sharing with explicit modelling of how to 
answer inferential questions. 
All teachers reflected positively on the impact 
of using Alien Talk on comprehension of literal 
‘wh-‘ questions for students – both orally and 
when they are reading. 
Teachers who trialled the new comprehension 
grid found it useful for planning which 
particular question types to teach, and how to 
set relevant goals in this area.  

Summary Staff Reflection: 

Comprehension monitoring had been a professional 
development focus earlier this year, following limited 
results in previous years. The modified hand signal 
taught to cue students to use these skills, was 
developed in such a way as to more easily move from 
comprehension breakdown to use of the ‘fix-up’ 
strategy.   
The concepts of ‘before’ and ‘after’ have 
historically been difficult for students with DLD at 
the Centre and teachers have continued to trial 
new ideas to help students better understand 
them, but with limited results.  
Many year 1 teachers reflected on the positive 
impact a focus on visualising had had on student 
comprehension. 

Summative Statement (Judgement): 

Listening and attention skills made moderate 
gains from term 1 to term 3 with 51% 
demonstrating well developed listening skills 
and sustained attention at the end of term 3, 
as compared to 15% at the beginning of the 
year. Around half the cohort still have 
significant attention concerns, with many 
students at a clinical level of impairment. This 
impacts on learning. 

Summative Statement (Judgement): 

Listening and attention skills made solid gains 
from term 1 to term 3 with 54% demonstrating 
well developed listening skills and sustained 
attention at the end of term 3, as compared to 
16% at the beginning of the year. This is 
comparable with the 2018 cohort.   

Despite making reasonable gains in the area 
of comprehension monitoring, with 
comparable results to 2018, the enabling 
target in this area was not quite met. 37% of 

Summative Statement (Judgement): 

Listening and attention skills made pleasing gains 
from term 1 to term 3, with 41% demonstrating 
well developed listening skills and sustained 
attention at the end of term 3, as compared to 
only 7% at the beginning of the year.  

47% of children were able to independently 
indicate when comprehension broke down and 
identify and use ‘fix-up’ strategies, with a target of 
40% at this level.  
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Reading and Writing

There is agreement that reading is a language-based skill with a reciprocal relationship between 
oral language and reading and writing (verbal-linguistic). Critically, language underpins literacy 
acquisition. Both reading and writing have a language aspect (comprehension, knowledge, syntax) 
that is accessed via cracking the code (through decoding for reading and encoding for spelling). 
Code cracking skills are developed through phonological awareness skills that directly relate to 
the development of the internal phonological (sound) representation of sounds that in turn are 
linked to the alphabet code (visual letter patterns learned through phonics). Language aspects for 
comprehension and expression (writing and speaking) include semantic organisation and syntax 
in the context of discourse level processing, that is supported by knowledge of text structural 
components. At the comprehension level, in order to understand language, some background 
knowledge is necessary as a reference for interpreting new information. If there is a need to 
understand something specific, background knowledge must be relevant to what is to be understood.

Spoken language skills serve as a foundation for developing reading skills and will constrain or 
enhance the development of reading comprehension. Language skills could be viewed as the fuel that 
propels children into effective literacy. Reading comprehension is a function of oral comprehension 
in the context of fluent, accurate reading. Therefore, a student’s listening comprehension skills are 
a clear guide to their potential development of reading comprehension skills and to their ability to 
generate ideas for writing.

Reading and writing do not develop naturally through immersion and exposure (like oral language) 
and are dependent on language development and quality instruction. For the students at the 
Language Centre, their language is impaired and requires a critical, explicit focus because immersion 
and exposure is not sufficient for development. In our student cohort, their language impairments/
disorders are a constraining factor in the development of reading and writing.

Literacy develops through life along a continuum from basic and functional reading and writing to 
advanced literacy that involves higher level skills. How these essential components of reading are 
taught is important to student success. Students acquire the critical components in the context of a 
balanced, comprehensive program that includes explicit teaching of essential  skills,
particularly phonemic awareness, phonics, vocabulary, fluency and comprehension strategies. This 
systematic, explicit teaching is critical for students with language based learning difficulties.

Code Cracking: Taking Students from Sound to Print then Print to Sound

Phonological Awareness, Phonics (and Beyond) for both Decoding (reading) and Encoding 
(spelling)
Phonological Awareness is the ability to hear and manipulate phonemes (small sound units) in words. 
It is an oral skill that is critically linked to the ability to map letter patterns (graphemes) to the sounds 
as part of developing early decoding and encoding (spelling) skills. The focus is on using explicit, 
systematic approaches, based on assessment, to build the awareness of and ability to manipulate 
phonemes (oral sound units) in words. Links to print are made at the phoneme level. The focus is 
on the specific instructional sequence not the context, i.e. the teaching does not go from selection 
of book or poem to choosing a phoneme as a focus.The sequence of activities moves from word to 
syllables to sounds. For phonics, the focus is on using an explicit, systematic, synthetic approach 
that targets the development of the alphabet principle (for a sound there is a symbol), taking students 
from sound to print and then print to sound. Decoding (reading) and encoding (spelling) are taught 
simultaneously. Formal phonics instruction is a stand-alone instructional component linked to a print 
rich environment with a significant literature base. Formal instruction starts when students have some 
awareness of and ability to manipulate phonemes. Prior to this, letters are used incidentally as part 
of the phonological awareness program. Going beyond phonics involves the development of a deep 
understanding and automatic recall of orthographic images (letter patterns), morphology (affixes, 
suffixes, base words), and associated rules.
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The Centre monitors progress through the use of several assessment tools. One detailed 
assessment looks at the broader range of phonological awareness (oral only) skills including word 
awareness, rhyming, syllables, sound awareness and manipulation. This test is administered in terms 
1 and 3 for Pre-primary and Term 3 for Year 1. It provides data on development of oral phonological 
awareness skills with a particular focus on developing oral segmenting and blending at the syllable 
and sound (phoneme) level. This is not formally assessed at the Language Centre in kindergarten 
because at this level the focus is on developing a vocabulary store that supports the development of 
phonological awareness. 

The Centre also monitors progress in the area of pre-literacy skills (Kindergarten), phonemic (sound) 
awareness and mapping to print (phonics for decoding and spelling) four times a year in Pre-primary 
and Year 1 through the use and analysis of common assessment tools that include a range of sub- 
tests. These sub-tests focus on concepts of print, sound awareness, phonics, connected reading and 
spelling. The tests are timed in Year 1 to determine speed and accuracy within a minute (OMAT), 
but are not timed until fourth term in Pre-primary (PPAT), as the initial focus is more about skill 
acquisition. The focus of both tests is about skills related to cracking the alphabet code as this is a 
critical factor in reading development and critical skills determine future success. The tools are used 
to identify students who are not progressing as expected and also enable teachers to differentiate 
the learning program for them. Some of the Year 1 students receive Critical Intervention within class 
or in small withdrawal groups with a specialist teacher or Education Assistant. The language aspects 
of reading development are measured through all the language areas (i.e. comprehension, narrative, 
syntax, semantics and pragmatics). 

The above assessments, along with other evidence collected by the teachers, help form a judgement 
about the development of code cracking skills for reading (decoding) and spelling (encoding) on our 
Reading and Writing Rubrics. These rubrics are mapped to the Western Australian Curriculum (that 
is linked to the Australian curriculum). The following observations summarise the link between the 
assessment and the application of skills in the code cracking aspects of reading and writing.

The following sections overview the development of the code cracking skills in our Kindergarten, 
Pre- primary and Year 1 cohorts connected to both reading and writing. The language aspects are 
reported on separately in previous sections. At the end of this section, reading comprehension, along 
with the content and structural elements of writing development, are reported on separately.

This year the Centre has introduced a revised reading rubric. The introduction of this rubric has 
changed the way in which we break down our reading skills and as such there is a difference 
between this year’s data and last year’s data comparatively. Grid changes have meant that we are 
unable to change data longitudinally at this point.

Summary of Results 

Kindergarten

The Centre’s common assessment KELAT (Kindergarten Early Literacy Assessment Tool) is 
administered at the end of Terms1, 2, 3 and 4. It provides data on critical concepts of print and early 
developing awareness of the sound system. This tool enables the teachers to set clear goals linked 
to high expectations. Our 2020 KELAT results reflect significant growth, particularly in the area of 
PA, and clearly indicate that the majority of our students are successfully developing their ‘ear for 
sound’. 89% of students were able to blend compound words and 84% of the students were blending 
syllables. In Term 3, 20% of the Kindergarten students were blending phonemes, whilst a further 23% 
were working towards this goal.  
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Our target for concepts of print was achieved, with 82% of students able to identify the cover and title 
of a book. 48% of students were working within a Pre-primary level in this area, with the percentage of 
students at the tail end of the grid, lower than in 2019. 

The early development of sound awareness in words impacts on the start of mapping sound to print. 
This year’s cohort demonstrated significant growth in this area, with 26% of students able to make 
some links between phonemes and graphemes. Our target for this area (35% at 160 or above) was 
achieved, with 45% of students able to identify the initial sound in words. 

Pre-primary

The Centre’s common assessment PPAT (Pre-primary Assessment Tool), is administered 4 times a 
year and provides data on the critical code cracking skills with a timed element introduced in Term 4. 
The tool enables teachers to set clear goals linked to high expectations. The teachers reviewed their 
own data each term to determine individual and group level of learning progress and linked this to their 
planning. They also met in year groups each term to discuss the results and share teaching strategies. 
Test results indicate that the students demonstrated the greatest area of growth in their ability to 
identify initial phonemes in words. Growth was also identified in the spelling component of the test, 
with 17% of the students scoring between 80-100% and a further 27% of the students scoring between 
45-79%. These scores closely reflect our reading grid scores.

In ‘Concepts of print’, 15% (27% in 2019, 13% in 2018) of students met the Australian standard and 
a further 12% were close to the standard. Our decoding results reflect positive gains with 21% of 
students recognising phoneme-grapheme links for some taught consonant diagraphs and a further 
16% knew the most common phoneme-grapheme links, a crucial skill for decoding and encoding 
words.  These positive results suggest that students are benefitting from the delivery of our explicit and 
systematic synthetic phonics program.

In the area of fluency, the target was achieved with 19% of students able to read short, decodable 
texts, with attempts at fluency and intonation (achievement standard). 28% of students were fluently 
blending orally to read CVC words containing taught letters. 

Year 1

Students who start the year with strong phonological awareness skills tend to make the most gains in 
the development of their code cracking skills. As a cohort, gains were made in the area of decoding, 
with results reflecting a significant shift in the average score. In Term 3, 23% of students were working 
at a Year 2 level with a further 15% close to this level.  Our decoding target was achieved with 52% 
of students at or above target and able to independently recognise phoneme grapheme links for the 
extended code.  In 2020 only 10% of students were working below the Year 1 level. 

In 2020 49% of students were working at the expected standard for Metalinguistic/Concepts of print. 
These students were able to recognise that different types of punctuation, including full stops, question 
marks and exclamation marks signal different types of sentences. 

In the area of fluency, there has been a significant growth.  In term 3 2019 only 30% of students were 
working at a Year 1 level, blending 4 sounds and CVC diagraphs, compared to 89% of students in 
2020, who were working within a Year 1 level. Of these students 21% were working at the top of the 
Year 1 grid, with a further 17% working on the Year 2 grid. Only 11% of students were still working 
within a Pre-primary level. 

In summary, the Pre-primary and Year 1 teachers have been using an intensive and explicit 
systematic, synthetic phonics approach  to ensure our students develop an understanding of the 
alphabetic principles (with the addition of Sounds Write from Term 2, 2018) and this continues 
to produce improved results. Whilst we have adopted this approach, the key understandings 
underpinning synthetic phonics teaching still requires some refining. 
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Focus 2021:

1. To introduce a target for Visualising instead of concepts of print, this will have all 3 
years (K-1) focusing on the same targets and thus enable accurate longitudinal data 
for cohorts. Continued school wide focus on visualising as this directly impacts on 
comprehension.

2. Continue with the targeted use of ‘think alouds’. 
3. A focus on finding a balance between teaching PA and Phonics skills with the creation of 

a PA block structure and updated pacing guide/suggested progression of skills. Teachers 
to be consciously continuing with explicit teaching of PA skills alongside the synthetic 
phonics program to ensure rigorous embedding of oral segmenting and blending. The 
use of letter names along with phonemes to ultimately improve spelling.

4. Look at PPAT data to ensure teacher planning and goal setting maximises student 
progress.

5. Continue to start the extended phonics code earlier to develop near on age-appropriate 
scores and to develop fluency. 

6. To establish making consistent judgements collaborative sessions on the 
comprehension section of the reading grid.

Reading Comprehension

Reading is a language-based skill that builds on oral language development. There are two critical 
areas of development; code cracking, (concepts of print, phonemic awareness, alphabetic principle 
and phonics), and language skills (comprehension, including syntax and vocabulary). This strong 
link to oral language areas can make progress slower for students with Developmental Language 
Disorder. DLD students require a more targeted, explicit and intense intervention program.

The following information is an overview of the comprehension aspect of reading. For Kindergarten 
and Pre-primary, the report details progress in the listening domain with a focus on transferring these 
skills to reading comprehension in Year 1.

In 2020 a revised Reading Rubric was introduced, with significant changes made to the key reading 
comprehension skills being assessed i.e Visualising, Making Connections and Text Knowledge.

Summary of Results 

Kindergarten

Kindergarten students at the Centre are given opportunities to develop their understanding of texts 
through questions, role play, repeated repetition and discussion of the stories read to them. In the 
area of visualising, 75% of students were developing their ability to sequence 3 or 4 pictures with 57% 
working towards or able to sequence 3-4 pictures. Sequencing is included in the area of visualising 
as “.. reading comprehension requires the active construction of a sequentially ordered, coherent 
representation of text propositions” (Duke, Cartright and Hildren, 2014). 42 % of students were able 
to make connections with teacher support with a further 25% almost achieving this skill. In Term 3, 
74% of students were understanding the purpose and meaning of a range of texts as evidenced by 
role play (Kindergarten Guideline Communicating). It is noted that the focus on the JAR (Joint Action 
Routine) in Kindergarten has provided repeated opportunity for students to successfully develop this 
skill.

Higher level inferential skills are still a concern and are linked to the nature of their disorder. As in 
previous years, at the inferential level, the cohort started the year with limited skills. By the end of the 
year, 38% (22% in 2019) were able to make appropriate predictions with justification with a further 
23% making some inferences. 
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Pre-primary

The area of visualising in Pre-primary had significant growth with 61% of students beginning the year 
working within a Kindergarten level, however, by the end of Term 3 only 8% remained at this level. 
32% of students were working at expected standard or above, and were able to discuss and sequence 
events from a shared story. It is noted that an explicit centre wide visualising focus, including 
Professional Learning, has likely increased staff’s knowledge and understanding of this area and 
contributed to this positive growth. 

31% of Pre-primary students were able to compare their own experiences with those depicted in 
stories, with a further 29% close to achieving this goal. It appears students are becoming increasingly 
more aware of their own prior knowledge and experiences resulting in a positive impact on students 
understanding of texts read to them.

79% of students were able to talk about what is real vs imagined in texts.

Year 1

Our Year 1 visualising target (50% at 320 or above) was not achieved, with only 34% of students at 
or above target. It is important to note that this is the first year that we have had a target in visualising 
and given the updated rubric when setting this target, it was difficult to establish a benchmark. 
Students displayed growth in their ability to make connections with 30% of the Year 1 cohort at or 
close to the achievement standard with the majority of students working within a Year 1 level by term 
3. Our Year 1 results depict a large spread of students in the area of text knowledge. By Term 3, 39% 
of students were still working within a Pre-primary level and 62% of students working within a Year 1 
level. It is noted that students with DLD have poor decoding skills and this would impact their ability to 
identify the differences between imaginative and informative texts when reading to self.

31 

             READING Kindy 

Target 
Have we met the Kindergarten enabling targets? 

Has basic concepts of print (0.5) (‘160’ in 2020) Year 2018 2019 2020 
% to meet target or better 80% 80% 80% 
% that met the target or better 79% 82% 82% 
Target met, nearly met, not 
met 

2018: Is making some links between sounds and letters (0.85).  2019-2020 target with change in focus to phonemic 
awareness: Identifies some initial phonemes in words (0.7) (‘160’ in 2020). 
Year 2018 2019 2020 
% to meet target or better 40% 35% 35% 
% that met the target or better 44% 35% 45% 
Target met, nearly met, not 
met 
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33 

           READING Pre-Primary 

Target 

Have we met the Pre-Primary enabling targets? 

Reads simple short decodable text containing phonically regular single syllable words and a few irregular high frequency 
words (1.85) (‘250’ 2020) 

Year 2018 2019 2020 
% to meet target or better 30% 15% 15% 
% that met the target or better 10% 17% 19% 
Target met, nearly met, not 
met 

35 

         READING Year 1 

Target 
Have we met the Year 1 enabling targets? 
Reads decodable text containing taught initial and extended code, affixes and irregular high frequency words. (2.6) (‘320’ 
2020) 
Year 2018 2019 2020 
% to meet target or better 40% 55% 50% (Column changes) 

% that met the target or better 62% 70% 52% 
Target met, nearly met, not 
met 

Fluency is implied in the above target and should be at 2.6 (‘310’2020) 
Year 2018 2019 2020 
% to meet target or better 40% 50% 50% 
% that met the target or better 56% 53% 52% 
Target met, nearly met, not 
met 
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Writing

Writing is linked to, and builds on from, the oral foundations with a focus on building both the language 
and convention arms. LDC students are language impaired, which is reflected in the written material 
produced. The written work is simple and often does not provide all information required to make the 
story more structured and complex. There is limited use of connectors with an over reliance of ‘and’ to 
join simple sentences together.

Summary of Results 

Kindergarten

In Term 1, scores results were heavily weighted towards the bottom of the writing grid, with 80% 
of kindergarten students only just beginning to experiment with a range of writing implements or 
developing the early fine motor skills required for writing. In Term 3 this trend shifted significantly and 
only 7% of students remained at this level. 36% of students were developing their static tripod grip 
and a further 12% consolidating this skill. 20% of students were working at a Pre-primary level and 
beginning to adopt correct body posture and letter formation. 

The Kindergarten Spelling target (45%) was not met with 31% of students at or above target, however 
a further 35% of students were close to target, suggesting that by the end of the year a higher 
percentage of students will have consolidated this skill.

Expository Text Structure showed a considerable shift with 28% working at PP level and a further 55% 
at the top of Kindergarten level by Term 3. 

Pre-primary

Handwriting started the year with 57% (52% in 2019) of students below the expected kindergarten 
level but by Term 3 only 1% of students remained at this level. In Term 3, 45% of students were able 
to correctly form upper and lowercase letters and adopt a dynamic tripod grip for writing (expected 
standard). 

In Term 1, 38% of students unable to write their name (expected Kindergarten standard). In Term 
3 the spelling target was met, with 30% of students at or above target. 30% of students were able 
to correctly spell a few CVC words and the vast majority (80%) were making some sound-symbol 
relationships. 14% of the students were able to write a short text which indicates that skills are being 
transferred to their written work. In Term 3, 36% of students were leaving some spaces between 
words/letter clusters, experimenting with punctuation and consistently writing using letters.

The structure and content of students’ writing is strongly linked to oral language development. At the 
start of the year, only 11% of students could ‘write’ one idea about a character, action or setting related 
to a picture, event or shared story, but by the end of the year this result increased to 35%. A further 
42% of the students were able to correctly write one or two simple words or create a simple sentence 
or phrase. In our 2020 Pre-primary cohort, 20% of students achieved or were close to the expected 
standard. The Narrative text structure target (35%) was not met with only 20% of students at or above 
target.

Year 1

Handwriting skill fluency impacts on writing output and is an area that continues to be difficult for our 
students. Developing sufficient legibility and fluency, will enable the students to focus on the message, 
form and purpose of the writing. 
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In Term 1 only 5% of students were able to use correct posture and pencil grip and 7% of students 
were able to correctly form known unjoined letters, indicating that most year one students have basic 
handwriting difficulties. By Term 3, 71% of students were able to use correct posture and pencil grip 
and 80% were correctly forming unjoined letters. 

The spelling target (50% at 320 or above) was not met with only 43% of students achieving this goal, 
however a further 17% of students were close, thus it would be a fair assumption that by Term 4, a 
higher proportion of students would be at or above target. 

The area of punctuation and grammar is impacted by impairments with syntax, particularly sentence 
structure. In Term 1, 94% of students, were working at a Pre-primary or lower level. In Term 3, results 
shifted significantly and 51% of the students were working close to, or above the expected year 1 
standard. These students were able to write longer sentences, reflecting extended oral language 
patterns, consistently leaving spaces and using ‘and’ to connect clauses. It was noted that the school 
focus on developing sentence level writing and consistent use of the “Alien Talk” program in Year 1, 
may have contributed to the positive growth in this area.

For Year 1 students the expectations are greater, and the impact of the language impairments makes 
it extremely difficult for them to attain the expected standard, particularly in extended writing. The 
narrative text structure target (50% at 320 or above) was not met, with 45% of students achieving 
the target, however there was a significant shift in the average score (228 to 309). It was pleasing to 
note that 28% of students were working at a Reaction Sequence/Primitive Narrative level (expected 
standard) or higher and their story writing displayed use of temporal connectors and cause and effect. 
Expository text structure also showed a significant shift with the average moving from a Pre-primary 
level in Term 1 to a year 1 level in Term 3. 4% of students were working at Yr 2 level and using 
adverbials of time and frameworks to organise relevant facts. 40% of students were using cognitive 
verbs, which we note is a particularly difficult language skill.

Focus 2021:

Writing (Mechanics and Encoding)

1. K: Focus on developing handwriting skills with increased exposure to writing.
2. PP/Yr 1: Continued focus on formalising handwriting skills across the grades 

highlighting the importance of feedback and formative assessment.
3. PP/Yr 1: Earlier focus on developing editing skills
4. Yr 1: Continued focus on writing moderation with multiple opportunities for moderation 

taking place throughout the year.
5. Yr 1: Focus on teaching morphology explicitly
6. K/PP/Yr 1: Focus on developing oral to written sentence production.

38 

              WRITING Kindy 

Target 
Have we met the Kindergarten enabling targets? Writes own first name (1.0) (‘180’ 2020) 

Year 2018 2019 2020 
% to meet target or better 40% 40% 45% 
% that met the target or better 36% (term 3) 63% Term 4 46% 31% 
Target met, nearly met, not 
met 

Office 
Use 
Only 

Year 
Level Handwriting Spelling Punctuation, 

Grammar, Concepts of 
Print. 

Editing Narrative Text Structure 
Word choice linked to 

developing text structure 

Expository Text Structures 
Word choice linked to 

developing text structure 
200 

190 

PP Adopts correct body 
posture (ACELY 1653
elaboration) when 
attempting to write.   

Making the sound 
symbol relationship 
between a few letters 
and sounds  
e.g. ‘k’ (cat).

Writes random letter 
clusters/ strings in left to 
right orientation.  

Draws a picture to represent 
character and place/setting and 
action. 

Orally gives own opinion about 
objects, places, characters, e.g. 
My favourite pet is … 

Orally uses best, favourite 

180 

170 

K Beginning to develop 
pencil grip (static 
tripod). 

Writes own first 
name.  

Draws picture to represent 
character and action or place. 
(Kindergarten Curriculum Guidelines – 
Learning Development Area – 
Communicating)

Draws a picture to represent an 
opinion and orally states their like 
or dislike (their opinion) as 
represented in that picture. 

160 

150 

K Some evidence of left to 
right directionality 
when ‘writing’ 
(including name). 

Attempts to copy 
environmental print 
and/or teacher 
modelled writing. 

Draws picture to represent 
character.  

Orally states their likes or 
dislikes. 

140 

130 

K Experiments with a 
range of writing 
implements. 

Participates in role 
play writing (ie: 
‘writes’ using letters 
and squiggles). 
(Kindergarten Curriculum 
Guidelines – Learning 
Development Area – 
Communicating)

Orally provides labels for own 
pictures (i.e. assigns meaning to 
their drawings). 

120 

110 

100 

K Developing fine motor 
skills required for 
writing (e.g. threading, 
rolling playdough). 

Has a go at writing 
activities. 
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40 

WRITING Pre- Primary 

Target 

Writes a simple sentence or phrase, correctly spelling a few simple CVC words, to convey ideas about a picture, event or 
shared story (1.85) 

Have we met the Pre-Primary enabling targets? 

Correctly spelling a few simple CVC words (1.85) (‘250’ 2020) 
Year 2018 2019 2020 
% to meet target or better 40% 25% 29% 
% that met the target or better 22% 33% 29% 
Target met, nearly met, not 
met 

Writes a simple sentence or phrase, to convey ideas about a picture, event or shared story (1.85) (‘250’ 2020) 
Year 2018 2019 2020 
% to meet target or better 35% 20% 30% 
% that met the target or better 17% 33% 20% 
Target met, nearly met, not 
met 

Office 
Use 
Only 

Year 
Level Handwriting Spelling Punctuation, 

Grammar, Concepts of 
Print. 

Editing Narrative Text Structure 
Word choice linked to 

developing text structure 

Expository Text Structures 
Word choice linked to 

developing text structure 
260 

250 

PP Produces some lower 
case and upper case 
letters using learned 
letter formations. 
(ACELY 1653) 

Correctly spells a 
few simple CVC 
words, e.g. ‘cat’, 
‘run’. (ACELA 1820,
ACELA 1438)

Experiments with capital 
letters and full stops. (See
Judging Standards)

Evidence of understanding 
that word order in 
sentences is important. 
(ACELA 1435 elaboration)

Participates in 
shared editing of 
collaboratively 
developed texts. 
(ACELY 1652& 
elaboration)

Creates a short text (ie: simple 
sentence or phrase) using familiar 
words, phrases and images to 
convey ideas (Achievement standard
statement; ACELY 1651) about a 
picture, event or shared story. 

Writes using simple noun 
phrases and simple action verbs. 

Writes simple observations and 
descriptions, with supportive 
images if required. (ACELY 1651 &
elaboration) 

Writing includes some content-
specific words from shared 
school experiences. (ACELY 1651
elaboration)

240 

230 

PP Writes from top to 
bottom, left to right. 

Adopting correct pencil 
grip – dynamic tripod. 
(ACELY 1653 elaboration) 

Writes letters to 
represent mainly first 
and last sounds in 
words. e.g. ‘I wt t mi 
f hs’ (I went to my 
friend’s house). 

Leaves some spaces 
between words/letter 
clusters. 

Attempts to write a phrase. 

Writes one or two words about a 
character, action or setting that 
relates to a picture, event or 
shared story. 

Writes a sentence that states an 
opinion e.g. ‘I like oranges’. 
(ACELY 1651 & elaboration)

220 

210 

PP Learning to construct 
lower case and upper 
case unjoined letters. 

Writes letters to 
represent mainly first 
sounds in words e.g. 
 ‘I c r’ (I can run). 

Uses upper-case and lower-
case letters within words 
without discrimination. 

‘Writes’ ideas about a character, 
action or setting that relates to a 
picture, event or shared story. Has 
a go at ‘reading’ their own 
‘writing’ (ie: assigns meaning to 
their own print). 

‘Writes’ a sentence that states an 
opinion. 
Orally states likes and dislikes 
and gives reasons for opinion. 
(ACELT 1783, ACELA 1429)

Orally uses more specific 
adjectives to describe items, e.g. 
soft, fluffy, yummy. 

200 

190 

PP Adopts correct body 
posture (ACELY 1653
elaboration) when 
attempting to write.   

Making the sound 
symbol relationship 
between a few letters 
and sounds  
e.g. ‘k’ (cat).

Writes random letter 
clusters/ strings in left to 
right orientation.  

Draws a picture to represent 
character and place/setting and 
action. 

Orally gives own opinion about 
objects, places, characters, e.g. 
My favourite pet is … 

Orally uses best, favourite 
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               WRITING Year 1 
Office 
Use 
Only 

Year 
Level Handwriting Spelling Punctuation, Grammar, 

Concepts of Print. 
Editing Narrative Text Structure 

Word choice linked to 
developing text structure 

Expository Text Structures 
Word choice linked to 

developing text structure 
340 

330 

Yr 1 Writes words legibly 
using unjoined print 
script. (ACELY 1663).  

Can use dotted thirds to 
maintain consistent size. 

Uses short vowels, [taught] 
long vowels, consonant 
digraphs and consonant 
blends when writing single 
syllable words. (ACELA 1458) 

Accurately spells high 
frequency words with regular 
spelling patterns. (Achievement 
Standard)  

Frequently uses ‘and’ to 
connect clauses. 
Uses capital letters and full 
stops. (Achievement standard 
statement) 

Consistently leaves spaces 
between words. 

Re-reads own 
texts and 
discusses 
possible 
changes to 
improve 
meaning, 
spelling and 
punctuation. 
(ACELY 1662) 

Reaction Sequence/ Primitive 
Narrative 
Story has a setting, middle and an end 
related to a sequence of actions with 
temporal connectors and some 
unplanned/ automatic cause & effect. 
Events are related to a central theme 
but lack clear planning and goal 
directed behaviour.  (ACELY 1661)  

May use ‘because’, ‘but’, ‘so’. 

Constructs short expository texts that 
show emerging use of appropriate text 
structure. (ACELY 1661) 

Uses vocabulary to provide details 
about ideas or events. (Achievement 
standard) 

320 

310 

Yr 1 Starting letters at 
appropriate starting point 
and forming them in 
correct direction (eg: ‘o’ 
anti-clockwise). (ACELY 
1663 elaboration)

Experiments with inflected 
words, e.g. ‘going’, chained’. 
(ACELA 1455) 

Correctly spells words 
containing final consonant 
blends, e.g. ‘hand’, ‘sent’, 
‘desk’. 

Writes longer sentences 
reflecting extended oral 
language patterns. 

Beginning to 
use word walls 
or desk planners 
to check 
spelling of less 
familiar words. 

Action Sequence  
Story has a setting, middle and an end 
related to a sequence of actions with 
clear temporal connections and some 
early sense of plot. No cause/ effect.  

Frequently uses ‘then’ to connect 
multiple clauses. Uses common 
action words. 

Can write a short persuasive text that 
states and justifies at least one 
opinion.  

Use of cognitive verbs e.g. ‘know’, 
‘think’.  

300 

290 

Yr 1 Uses correct posture and 
pencil grip (ACELY 1663 
elaboration). 

Correctly spells one syllable 
words containing initial 
consonant blends and taught 
consonant digraphs, e.g. 
‘black’, ‘stick’, ‘ship’.  
Correctly spells most CVC 
words. Correctly spells an 
increasing range of simple 
high frequency words, e.g. 
‘to’, ‘my’, ‘of’, ‘the’. 

Writes a combination of short 
simple sentences and sentence 
fragments. 

Makes some use of capital 
letters and full stops (See Judging 
Standards). 

Identifies some 
errors when 
working 1 on 1 
with teacher. 

Descriptive sequence 
Provides a setting and describes 
character actions without temporal or 
causal connections. 

Uses common nouns and concrete 
adjectives. May use ‘and’ to connect. 

Can write a short report or description 
(eg: two sentences).  

Provides a few simple details, using 
simple vocabulary and adjectives, e.g. 
‘It felt hot.’ ‘They are fluffy.’ in 
written descriptions. 

280 

270 

Yr 1 Correctly forms known 
unjoined upper and lower 
case letters. 

Correctly spells a few simple 
high frequency words e.g. ‘is’, 
‘go’, and CVC words 
containing single consonant 
and short vowel spellings e.g. 
‘zip’, ‘leg’ 

Writes short simple sentences. Can identify a 
few mistakes 
when modelled 
by teacher. 

Early Descriptive Sequence 
Mainly labels and simple descriptions. 

Uses familiar vocabulary that 
provides little detail, e.g. ‘he was 
sad.’ 

Able to use teacher provided frame to 
write a short expository text. 

Target 
Have we met the Year 1 enabling targets? 

Shows evidence of correct spelling for simple words and common irregular words (2.7) (‘320’ 2020) 
Year 2018 2019 2020 
% to meet target or better 30% 50% 50% 
% that met the target or better 51% 53% 43% 
Target met, nearly met, not 
met 

Writes a simple story, following repeated oral practice, at an action sequence level or higher. (2.7) (‘320’ 2020) 
Year 2018 2019 2020 
% to meet target or better 35% 45% 50% 
% that met the target or better 46% 57% 45% 
Target met, nearly met, not 
met 
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Mathematics

Our key focus in Mathematics is to develop students’ language capacity through the ability to work 
fluidly and flexibly with numbers linked closely with semantics. This supports their ability to be able to 
explain reasoning, and provides the students with the foundational skills that are necessary to work 
effectively in all areas of Mathematics including Number and Algebra, Measurement and Geometry 
and Statistics and Probability. Maths is one of the core content areas that students need to develop in 
the early years. The language required for the developmental progression of mathematics increases 
as the year levels increase. It is imperative that students have a solid foundation of language, 
concepts, and early number sense in order to progress in this area.

Data was gathered from the previous year (Term 3 2019) for existing LDC students. All new students 
were plotted on the Maths rubric in Term 1, 2020.  Student progress and achievement was then 
discussed and remarked on the rubric in Term 3 for Kindergarten and Pre-primary and early Term 4 for 
Year 1.

A continued focal point for the school this year has been developing early number sense, and students’ 
oral language skills through the use of ‘Number Talks’. The introduction of ‘Number Talks’ in 2019 
has seen a remarkable improvement to our results, particularly in the areas of subitising and number 
magnitude. This year also saw the trial of a Common Assessment Task across each year level to 
support teachers with Making Consistent Judgements with rubric marking. The feedback on this has 
been positive, with a few minor changes to be made to the task ready for 2021.

The below areas describe the various columns on the rubric, and the reflection of the cohort’s ability to 
meet the targets. It is noted that the Kindergarten cohort met all three targets; this is for the first time in 
a three-year cycle. Pre-primary met two out of the three targets, falling short on counting. Year 1 met 
all four targets, including number facts, which has been challenging to achieve over the last few years. 
Overall, the school met 9 out of 10 targets, a very good result for Mathematics.

Summary of Results 

Kindergarten

Counting
Target met. There was a vast improvement in the percentage of students that met this target compared 
to 2019. The majority of students are working on counting to 10 in a line or circle, demonstrating they 
can use 1:1 correspondence and knowing the last number said tells us how many in a collection. Of 
the students who met the target, 40% of these are demonstrating their ability to count beyond 10, 
demonstrating understanding of the first three counting principles.

Subitising
Target met (exceeded). There has been a large improvement in this area in Kindy.  Subitising has been 
a key focus with the introduction of ‘Number Talks’ into Kindy. Data shows that on entry into Kindy 75% 
of students are unable to subitise regular arrangements to 4, whilst by the end of Term 3 we have 63% 
of students at target of being able to subitise to 4 in a regular and 3 in a random arrangement. This is 
significant growth that has a flow on effect when students move into Pre-primary.  

Number Magnitude
Target met (exceeded). On entry to Kindergarten this continues to be an area of great difficulty, due to 
necessary language that is needed to understand the concept of magnitude. It is noted that on entry 
64% of students are unable to understand the concepts of either ‘more’ or ‘less’. By Term 3, there are 
63% of students not only able to understand these terms, but they are able to use terms such as ‘less’, 
‘more’, ‘same’, and ‘not the same’ expressively, to compare two collections of objects.
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Addition and Subtraction Number Facts
At the start of 2020 there were a large number of students (58%) that did not understand the 
concept of combining and separating groups to model addition and subtraction. This is lower than in 
previous years, however there are still a significant number of students that have difficulty on entry 
into Kindergarten with this skill. As knowledge in the area of counting skills increases, so does the 
knowledge around addition and subtraction number facts. This is noted in the results in Term 3 where 
57% of students are able to combine and separate given groups of objects to at least 5 to model 
addition and subtraction.

Patterning
Sorting and Classifying falls under the area of patterning and this proves to be an area of difficulty for 
the students. This area is semantically laden, and requires students to be able to categorise. On entry, 
58% of students are unable to sort objects into teacher defined groups. Through explicit teaching of 
this skill it improves to 41% of students being able to sort objects into groups, however they are not yet 
using language to describe their sorting.

Core Language
Core language is based on the expected language demands (receptively and expressively) in all 
areas of the Maths Curriculum, however, it is largely represented by the language necessary for 
Measurement and Geometry. Entry scores are fairly consistent from the previous year’s data with 
a small drop in the receptive score. There has been a small growth in the number of words the 
Kindergarten students use (expressively) by the end of the year, with an average of 9 new content 
specific words being used.

Pre-primary

Counting
Target Not Met. This was an area of weakness with this cohort of students with many students unable 
to consistently demonstrate the 5 counting principles to 20. This cohort of students did not meet the 
Counting target in their Kindy year either. On entry to Pre-primary there were still 29% of students 
working with numbers up to 5. By the end of Term 3, we still have 23% of students only working with 
numbers up to 10 and demonstrating understanding of the first three counting principles. This will be a 
main focus in 2021. 

Subitising
Target met (exceeded). Consistently this year, just as last year there has been an improvement in 
the subitising results in Pre-primary. This year’s improvement was more significant, with 25% more 
students reaching the target of being able to subitise 6 in a regular and 4 in a random arrangement. 
This is likely due to the implementation of Number Talks and its continued focus in the Pre-primary 
classroom setting.

Number Magnitude
Target met. 2020 results in the Number Magnitude strand of Mathematics are consistent with 2019. 
There is a large proportion of students (28%) who are able to consistently compare, order and 
make correspondences between collections up to 20; it is however the language demands of being 
able to explain the reasoning behind these that is impacting on them exceeding the target. With the 
introduction on ‘Number Talks’ in 2019, we saw a rapid improvement in this area, however it continues 
to be an area of focus, to ensure that students are developing the necessary language to describe 
their reasoning.

Addition and Subtraction Number Facts
By Term 3 2020, 25% of Pre-primary students were beginning to use strategies like ‘counting on’ and 
‘counting back’ to solve addition and subtraction number combinations to 5. A further 38% of students 
are beginning to use concrete objects to demonstrate addition and subtraction skills with up to 10 in 
each group. These results are slightly lower than 2019, however their counting skills are lower than 



69

previous years, and this has an impact on their understanding of Number Facts.

Patterning
In Term 3, 2020, there were 51% of students able to copy, continue and create three step patterns 
(Pre Primary achievement standard ACMNA005) with 77% of students also being able to use 
language to explain reasoning when sorting and classifying. These results are consistent with 2019.

Core Language
The Word Aware program continued to play a large part in developing Mathematical language in 
2020, with the language results showing consistent improvement. In 2019 students were using, on 
average, 28 concept specific words, where as in 2020, students are able to use, on average, 30 
content specific words. Comparing the data from the two years, we can see an improvement of an 
average of 2 words. Overall the 2020 cohort had significant gains in language, with students from the 
Pre-primary group now using (expressive) an average of 17 new concept specific words. 

Year 1

Counting
Target Met (exceeded). At the beginning of Term 4 2020, 42% of students were at the Year 1 
achievement standard. These students are able to count collections to 100 demonstrating the five 
counting principles. In addition to this achievement, 20% of these students are working within a Year 
2 level, being able to demonstrate an understanding of three digit numbers and their place value. It is 
also noted that the 2020 cohort of students had a higher starting average than the previous years. In 
addition to the higher starting average, their Term 4 average was also higher than previous years.

Subitising
Target Met (exceeded). There was increase in the number of students who met the subitising targets 
for 2020. This increase has been steadily driven for the last two years by the introduction of the 
‘Number Talks’ program across the school. In 2020, 83% of students met this target, an increase from 
75% in 2019, and 58% in 2018. It is pleasing to see that of those students that met the target 37% 
of these are working above a Year 1 level, by using concrete objects to assist with estimating the 
number of items within a large collection.

Number Magnitude
Target Met. The area of number magnitude is an area where the target continues to be met. In early 
Term 4 there are 46% of students demonstrating that they are at the achievement standard for Year 1, 
showing they are able to locate and place numbers on a number line to 100. In addition to this, there 
are 60% of students that are able to read, write, and order numbers to at least 100. This is a good 
result. 

Addition and Subtraction Number Facts
Target Met (exceeded). This has consistently been an area of difficult for our students over previous 
years. It is noted that there has been a significant increase in students that have achieved the 
target this year. This year marks the introduction of a common assessment task booklet for the 
Year 1 cohort. This has allowed the teachers some greater consistency in how this strand has been 
marked on the rubric. In Term 4 2020, 37% of students have demonstrated that they are at the Year 
1 achievement standard for Number Facts. They are able to represent and solve simple addition and 
subtraction problems using mental strategies. 

Patterning
In Term 4, 2020, 54% of students are working on skip counting up to 100 by 2s, 5s and 10s. This is 
consistent with the previous year’s result. It is pleasing to see that by Term 4 the majority of students 
are working at a Year 1 level or above, including 20% within the Year 2 level.
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Core Language
The number of mathematical vocabulary words (from the prescribed list) that the Year 1 students 
receptively understand has increased by an average of 29 words and expressively 30 words. This 
is a lower increase than 2019; it needs to be noted however that the Year 1 cohort came in with 
a significantly higher number of receptive words than the previous year. By Term 4 2020, Year 1 
students have an average of 67 concept specific words they understand (receptive), and 57 concept 
specific words that they are consistently using (expressive) in generalised contexts. This is on par with 
the previous year’s results.

Focus 2021:

1. Write Professional Learning Package to support ‘I Numerate It!’: A focus on Developing 
Number Sense in the Early Years. (Linked with Oral Language – 2020/2021)

2. Ongoing implementation of Number Talks to develop the language of ‘explain reasoning’ 
throughout the Mathematics curriculum.

3. Trial of Number Talks Pacing Guide through whole school, including feedback from all 
TLGs.

4. Update the Common Assessment Tasks for all year levels to reflect the teacher feedback 
given and the changes to the grid.

5. Inform all staff of changes to the grid and new targets for the new Business Plan cycle 
(Term 1 staff meeting).

6. Action Learning PP Team: Teacher Clarity-  Making the learning visible for the students, 
does this have an impact on overall outcomes?

7. Action Learning Problem Solving in Number Year 1 Team – Using Numeracy Skills to 
solve mathematical problems.

8. Line of enquiry DOTT Teacher Team: developing a method to better track student 
progress in the area of Measurement and Geometry.

9. Measurement and Geometry Pacing Guide is in a workable order.
10. Purchase suitable literature to support the Top 10 Mathematics Resources (collate with 

Paul Swan’s List).
11. Investigate how to better use PP Speech Pathologists to support language during 

Numeracy Blocks.
12. Provide feedback to ACARA on new Mathematics Curriculum.
13. Update Grid Descriptor Booklet to reflect Mathematics Grid changes.
14. Making Consistent Judgements in Year 1, Develop a common understanding of what 

each grade represents and find and identify 
examples of these expectations.
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          Maths PP 

Number and Algebra Core 
Language (expressive 

and receptive) 
Counting Subitising Number 

Magnitude 
Addition and 
Subtraction 

Number Facts 

Patterning 

2, 4, 6, 8, 10… 
5, 10, 15, 20…

200 

190 

Y1 

Counts collections 
beyond 20 in any order 
and from any starting 
point, demonstrating the 
five counting principles. 

Subitises collections up 
to and beyond 6, placed 
in regular or random 
arrangements.  Uses 
partitioning to subitise 
random arrangements.   

Compares, orders and 
makes correspondences 
between collections and 
numbers up to and beyond 
20, and explain reasoning. 

Recalls addition and 
subtraction number 
combinations of 0 to 5. 

Investigates and describes 
number patterns formed by 
skip counting (by 2s, 5s, 
10s) and patterns with 
objects. 

180 

170 

PP 

Counts collections up to 
20 in any order and from 
any starting point, 
demonstrating the five  

Uses subitising as a 
basis for ordering and 
comparing collections 
of numbers.   
(ACMNA003 elaboration) 

Compares, orders and 
makes correspondences 
between collections to 20, 
and explain reasoning. 
(ACMNA289) 

Recalls and/or counts on and 
counts back to solve addition 
and subtraction number 
cominations of 0 to 5 

Copies, continues and 
creates two and three-step 
patterns with objects and/or 
drawings.  (ACMNA005) 

above, below, beside, 
rectangle, crescent, 
hexagon, pentagon, oval, 
afternoon, morning, today, 
longer, shorter, heavier, 
lighter, holds more, 
holds less, long time,  
short time, add, take away, 
pattern  

counting principles. 
(ACMNA002) 

160 

150 

PP 

Counts collections up to 
10 in any order and from 
any starting point, 
demonstrating the first 
three counting principles.  

Subitises collections up 
to 6, placed in a regular 
arrangement, and up to 
4 in a random 
arrangement. 

Compares, orders and 
makes correspondences 
between collections to 10. 

Partitions groups of objects 
(up to 10 in each group) to 
model addition and 
subtraction. 

Sorts and classifies familiar 
objects and explains the 
basis for these 
classifications.  (ACMNA005) 

Have we met the Pre-Primary enabling target? 

Counts collections to 20 demonstrating the 5 counting principles. (170) 
Year 2018 2019 2020 
% to meet target or better 30% 60% 65% 
% that met the target or better 60% 65% 57% 
Target met, nearly met, not 
met 

Subitises collections of regular arrangements to 6 and irregular arrangements to 4. (160). 
Year 2018 2019 2020 
% to meet target or better 75% 55% 60% 
% that met the target or better 55% 73% 85% 
Target met, nearly met, not 
met 

Compares, orders and makes correspondences between collections to 20 and explains reasoning. (170). 
Year 2018 2019 2020 
% to meet target or better 45% 40% 45% 
% that met the target or better 36% 49% 50% 
Target met, nearly met, not 
met 

1, 2, 3... 
square 
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             Maths Kindy 

Number and Algebra Core 
Language (expressive 

and receptive) 
Counting Subitising Number 

Magnitude 
Addition and 
Subtraction 

Number Facts 

Patterning 

2, 4, 6, 8, 10… 
5, 10, 15, 20…

180 

170 

PP 

Counts collections up to 
20 in any order and from 
any starting point, 
demonstrating the five 
counting principles.   
(ACMNA002) 

Uses subitising as a 
basis for ordering and 
comparing collections 
of numbers.   
(ACMNA003 elaboration) 

Compares, orders and 
makes correspondences 
between collections to 20, 
and explain reasoning. 
(ACMNA289) 

Recalls and/or counts on and 
counts back to solve addition 
and subtraction number 
combinations of 0 to 5. 

Copies, continues and 
creates two and three-step 
patterns with objects and/or 
drawings.  (ACMNA005) 

above, below, beside, 
rectangle, crescent, 
hexagon, pentagon, oval, 
afternoon, morning, today, 
longer, shorter, heavier, 
lighter, holds more, 
holds less, long time,  
short time, add, take away, 
pattern  

160 

150 

PP 

Counts collections up to 
10 in any order and from 
any starting point, 
demonstrating the first 
three counting principles.  

Subitises collections up 
to 6, placed in a regular 
arrangement, and up to 
4 in a random 
arrangement. 

Compares, orders and 
makes correspondences 
between collections to 10. 

Partitions groups of objects 
(up to 10 in each group) to 
model addition and 
subtraction. 

Sorts and classifies familiar 
objects and explains the 
basis for these 
classifications.  (ACMNA005) 

140 

130 

K 
120 

Counts up to 5, then up 
to 10 items in a line or 
scattered.  Counts using 
1:1 correspondence and 
understands that the last 
item counted represents 
how many in the whole 
collection. 

Subitises collections up 
to 4, placed in a regular 
or random 
arrangement.   

Compares two collections, 
understanding and using 
the terms ‘less’, ‘more’, 
‘the same’, ‘not the same’, 
‘bigger’, ‘smaller’  

Combines and separates 
groups of objects (up to 5 in 
each group) to model addition 
and subtraction.  

Copies and continues two-
step patterns with objects 
and/or drawings.   

behind, in , on, under, 
over, between, near, 
 next to, square, circle, 
triangle, round, long, 
short, tall, full, empty, 
heavy,  light, slow, fast, 
before, after, next, less, 
more, same, counting, 
group 

 

Have we met the Kindergarten enabling targets? 

Counts to 10 in a line or circle. Counts using 1:1 correspondence and understands that the last item counted represents how 
many in the whole collection. (140) 
Year 2018 2019 2020 
% to meet target or better 65% 60% 60% 
% that met the target or better 59% 46% 67% 
Target met, nearly met, not 
met 

Subitises collections of regular arrangements to 4 and random arrangements to 3. (140). 
Year 2018 2019 2020 
% to meet target or better 48% 50% 50% 
% that met the target or better 51% 52% 63% 
Target met, nearly met, not 
met 

Compares 2 collections understanding the terms less and more. (120). 
Year 2018 2019 2020 
% to meet target or better 95% 80% 85% 
% that met the target or better 82% 93% 93% 
Target met, nearly met, not 
met 

1, 2, 3... 
square 
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             Maths Year 1 Add new grid 

Number and Algebra Core 
Language (expressive 

and receptive) 
Counting Subitising Number 

Magnitude 
Addition and 
Subtraction 

Number Facts 

Patterning 

2, 4, 6, 8, 10… 
5, 10, 15, 20…

240 

230 

Y2 

Emerging understanding 
of three-digit numbers as 
comprised of hundreds, 
tens and ones. 

Counts forwards or 
backwards by ones, from 
a given three-digit 
number. 

Uses and explains 
concrete groupings to 
assist with estimating 
the number of items in 
large groups e.g. 10 
frames, 20 frames, 
place-value blocks, 
sticks in bundles, 
arrays.  

Identifies numbers less 
than and numbers more 
than a given three-digit 
number. 
Identifies the number 
between two given three-
digit numbers. 

Uses mental strategies to solve 
number combinations up to 
and beyond 10, and explains 
their strategies e.g. counting 
on, counting back, partitioning 
(ACMNA015) 

Describes a pattern created 
by skip counting and 
represents the pattern on a 
number line.   
(ACMNA035 elaboration) 

220 

210 

Y1 
200 

Counts collections up to 
100, demonstrating the 
five counting principles. 
Counts collections 
beyond 20 by 
partitioning using place 
value. (ACMNA014)  

Uses subitising as a 
basis for ordering and 
comparing large 
collections of numbers. 

Recognise, model, read, 
write and order numbers to 
at least 100. 

Locates and places 
numbers on a number line 
0-100.
(ACMNA013)

Recalls addition and 
subtraction number 
combinations up to and 
including 10. 

Uses place-value patterns 
beyond 20 to generalise the 
number sequence and 
predict the next number.    
Investigates patterns in the 
number system up to 100.   
(ACMNA018 elaboration) 

left, right, sphere, 
pyramid, cube, corner, 
edge, face, side, hour, day, 
week, month, year,  
will happen, won’t happen, 
might happen, addition, 
subtraction,  tens, ones 

 

Have we met the Year 1 enabling target? 

Counts collections to 100 demonstrating the 5 counting principles. Counts collections beyond 20 by partitioning using place value. (210) 
Year 2018 2019 2020 
% to meet target or better 30% 55% 55% 
% that met the target or better 61% 55% 63% 
Target met, nearly met, not 
met 

Subitises collections up to and beyond 6 placed in regular or random arrangements using partitioning. (200). 
Year 2018 2019 2020 
% to meet target or better 50% 50% 60% 
% that met the target or better 58% 75% 83% 
Target met, nearly met, not 
met 

Compares, orders and makes correspondences between collections and numbers up to and beyond 20 and explains reasoning. (200). 
Year 2018 2019 2020 
% to meet target or better 65% 65% 70% 
% that met the target or better 77% 80% 76% 
Target met, nearly met, not 
met 

Recalls addition and subtraction number combinations to 10. (200). 
Year 2018 2019 2020 
% to meet target or better 30% 55% 50% 
% that met the target or better 61% 47% 69% 
Target met, nearly met, not 
met 

1, 2, 3... 
square 
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Science, Geography and History (Vocabulary - Semantics)

Our key focus in Science and HASS is to develop our students’ capacity to build and organise 
knowledge, linked to key science and HASS concepts. Our intervention is based on prototype theory 
where core concepts are built (from common to least common, from concrete to abstract), and 
broadened, linked to fast mapping and slow mapping (through deepening connections). The focus 
is mostly on core and Tier 2 words (across topics and learning areas) with specialist or Tier 3 words 
related to a specific topic. Support is provided through generation and use of visual representations 
linked to linguistic descriptions with a focus on basic concepts. To ensure that our students can 
successfully access the Science and HASS curriculum and achieve optimum success, our units of 
work are built cohesively, with multiple links made to other learning areas and delivered through our 
evidence-based Centre Wide Strategies. A key component of our Science and HASS programs is 
the integration of key Semantics skills, based on the semantics skill hierarchy. Our units of work also 
incorporate strategies to help in the development of values and the students’ social and pragmatics 
skills, which are key components, particularly of the science curriculum. 

Kindergarten

The Kindergarten students’ semantics skills were were assessed in Terms 1 and 3. The Kindergarten 
semantics test includes both expressive and receptive tasks.

At the beginning of the year, 51% of the Kindergarten cohort were unable to categorise, but by Term 
3, 77% of students were developing the ability to categorise into main or sub-categories.  Success 
in this area is also linked to the positive gains made in the students’ ‘similarities and differences’ 
results.  The students ability to identify similarities and differences, not only supports the students 
understanding of categorising but should also impact positively on other learning areas (e.g. you need 
this concept knowledge in PA, mathematics).

At the beginning of the year 64% of the Kindergarten students were unable to generate category 
examples, by Term 3, 35% of students’ were working towards being able to generate 4-5 examples, 
within main categories, and a further 35% were working towards being able to generate 3 examples 
within main categories.

The students also demonstrated a significant shift in their description skills. At the beginning of the 
year most students were unable to provide a simple description, but by Term 3 49% of students were 
working towards describing at least 2 visual elements. These are positive results for this cohort and 
demonstrate the impact of a significant and explicit teaching focus on semantic organisation skills in 
the Kindergarten year.

*Our Year 1 and Pre-primary HASS and Science targets are aligned with SCSA’ satisfactory 
achievement standards. 
Due to the disruptions to the school year, in relation to COVID 19, there was no Mandatory reporting 
in Semester 1.

Pre-primary

In Semester 2 the Pre-primary students met our Science and HASS targets. 

In Science, teachers made judgements against the standards for Earth and Space Sciences. 31% 
of the students demonstrated satisfactory achievement in this area and were able to draw upon their 
semantic skills to ‘Describe the ways in which environmental factors such as weather affect everyday 
life.’ This result reflected an increase on our 2017/2018/2019 results. The greatest improvement being 
made was between our 2019 and 2020 results with a gain of 10%.
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In Semester 2, our HASS target was set at 20%, and this target was achieved with 38% of students 
able to ‘Recognise some similarities and differences between other families’ and ‘Recognise 
importantfamiliar events/objects.’ Whilst this result is marginally lower than our 2019 results, it reflects 
a significant shift from our 2018 results (18%) and a gain of 7% on our 2017 results.

Our 2020 results in Science and HASS, which require students demonstrating their ability to ‘describe’ 
and ‘contrast’  illuminate the students’ 2019 semantics results (Kindergarten) which depict that 50% of 
the students were demonstrating the ability to explain similarities and differences and 75% of students 
were developing their expressive capabilities of descriptive elements. 

It’s reassuring to observe that these semantic skills are being transferred, in the main successfully, to 
the expectations of the Western Australian Curriculum.

Year 1

In Year 1 targets our results were slightly lower than our 2020 targets. 

In Physical Sciences, our target was set at 50%, which 45% of our students achieved. This result 
illuminates a decrease in our 2019 result of 62%. The Physical Sciences satisfactory achievement 
standard is heavily weighted towards the students’ descriptive capabilities. Our 2020 results reflect 
the semantics description column scores, with 37% of our students able to or working towards 
producing a description with at least 3 elements, focussing on most relevant information. In 2019, the 
Pre-primary cohort, our current 2020 Year 1 cohort, only achieved 7% at a satisfactory achievement 
standard in Chemical Sciences and 20% at a satisfactory achievement standard in Earth and Space 
Sciences. This cohort of students have made significant gains in their Year 1 results, suggesting that 
our students continue to successfully build on and embed their semantic skills in Year 1, and most 
importantly demonstrate the ability to apply these skills to their learning.

In History, 32% of our students met our target, which was set at 40%, as in previous years’ students 
continue to encounter difficulty explaining the more abstract similarities and differences required for 
achieving a ‘C’ grade.

Focus 2021:

1. Aboriginal education embedded into our current planning document through Science 
and HASS and identified in the planning with a symbol to address and encourage 
continuous teaching of the Aboriginal Cultural Standards Framework. 

2. Continue the explicit unpacking of vocabulary using effective programs- Word Aware 
and the Robust Vocabulary approach. Develop a flexibility of semantic skills through 
vocabulary teaching using Science, HASS and Science LBU content.

3. Embed STEM & digital technology lesson plans into existing programs for easy access 
to encourage the teaching of these areas within familiar contexts. 

4. Build teacher knowledge around Semantics to create a rich semantics environment in 
classrooms. 

5. Revisit existing Science and HASS programs and add explicit semantic skill teaching 
through vocabulary, games, and non-fiction books. 
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Physical Education and Health

For physical education all students complete at least two hours of sport and movement. In 
Kindergarten and Pre-primary the teachers use the Fundamental Movement Skills program. Most 
students met the standard at Year 1.

The health aspect includes a significant focus on social skills and this is linked to pragmatics (outlined 
in the English curriculum but included in this section). This area focuses on teaching physical, verbal 
and cognitive routines that enable students to be engaged in learning in the context of real life 
problems and situations. The focus is on building physical routines, associated language, cognitive 
routines then self-regulation using the centre-wide ‘I Do It!’ Program that is linked to the ‘I Get It!’ 
comprehension scaffolds, visual cues and routines. The program also uses puppets and authentic 
situations to engage and motivate students. The following information relates to social skills and 
pragmatics.

Social Skills and Pragmatics

A social skill is any skill facilitating action, interaction and communication with others. It includes 
social behaviour and pragmatics (language and how we use it in context). Social rules and relations 
are created, communicated, and changed in verbal and non-verbal ways. The process of learning 
such skills is called socialisation. Language and social behaviour are intertwined. Language is the 
key vehicle by which we transmit cultural knowledge and is implicated in attitude, social perception, 
personal identity and social interaction. Non-verbal cues include posture, gesture, facial expression, 
voice tone, proximity and eye contact.

Our understanding and use of strategies that are appropriate for the context is linked to age, gender, 
location and culture. Behavioural strategies include sharing, ignoring, waiting, helping, taking turns, 
deep breathing (calming), counting (calming), eye contact or gazing, asking for help, praising, 
listening and apologising. The more competent we are, the greater the likelihood that we will select 
appropriate and effective strategies that are well accepted by peers and others.

At the centre there is a focus on teaching physical, verbal and cognitive routines that enable students 
to be engaged in learning in the context of real life problems and situations. The focus is on teaching 
social thinking-social competency that includes building physical routines, associated language, 
cognitive routines and self-regulation using the centre-wide ‘I Do It!’ program that is linked to the ‘I Get 
It!’ comprehension scaffolds, visual cues and routines. The program also uses puppets and authentic 
situations to engage and motivate students. The following information relates to social skills and 
pragmatics.

Summary of Results 

Overall, we have been close to or exceeded the targets set for social skills and pragmatics across all 
year levels. 

We have seen significantly higher growth in play levels across the three years from 2018-2020. This 
is due to a school-wide focus on understanding and supporting development in this area. 
When comparing the skills of the cohort of students entering Kindergarten in 2018 and their skills at 
the end of Year 1 in 2020, there is a clear shift in social competency that will enable them to perform 
better in mainstream contexts. Around 80% of students are demonstrating age-appropriate pragmatic 
and social skills. These results reflect that the programs and explicit strategies taught at the LDC are 
effective in enabling students to participate in social contexts. 
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Kindergarten
Overall, skills in play are improving as expected with 45% of students beginning to understand that 
play involves interacting with others, and they are able to follow or copy simple play routines. There are 
still a number of students, around 20%, who continue to rely heavily on adult support and modelling of 
appropriate play skills. 

37% of Kindergarten students are at the Associate Play level where they become more interested in 
other children and begin to understand that you take turns and share play materials. There is a further 
37% playing cooperatively in pairs, where they work together to create something by sharing and 
cooperating. 

Students enter Kindergarten with limited language use during play and through the use of explicit 
programs, such as ‘I Do It!’, and supported, structured play situations, we are able to build their 
capabilities so that they begin to use simple language to engage in play. This is further identified in their 
ability to use simple requests, ask questions and make comments when playing. 

Pragmatically, we have seen great improvement in students’ interaction with peers and this can be 
attributed to them generalising the support provided by adult models and explicit teaching. We moved 
from most students having limited interactions with their peers to 50% attempting to initiate interactions 
with peers and a further 16% able to stay on topic for short periods and engage in conversational turn-
taking. 

Students showed a significant improvement in non-verbal skills, with only 9% able to make eye contact 
and showing an awareness of turn taking at the beginning of the school year, to 54% having established 
eye contact and increased body awareness.
Conflict resolution is an incredibly challenging area for all children in this age group and teachers 
continue to provide significant support to develop problem-solving skills during play. 

Pre-primary
The Social Skills target for this year was to have at least 60% of Pre-primary students playing 
cooperatively in pairs by the end of Term 3. Although we didn’t meet the target, with 57% of students 
playing in pairs, there were a further 25% of students very close to target. There were also 34% of 
students playing cooperatively in groups. This level of play is more structured with children taking turns, 
sharing equipment and following rules. 

Expressive language in play has shown great improvement. Only 22% of students were consistently 
using language to participate in shared play situations at the start of the year, to 53% using comments, 
making requests and asking questions or inviting others to play by the end. A further 21% are expanding 
on this to use simple compliments and using language to enable them to enter and participate 
appropriately in existing play situations.  

Students’ are becoming more proficient in their interactions with adults with 80% of students starting 
the year attempting to initiate conversation with familiar adults. At the end of Term 3, 60% are starting to 
make genuine attempts to share information with adults and more consistently speak in a conversational 
style, using turn taking. As expected in Pre-primary, there is not as significant of a shift in their 
general interactions with peers, as they continue to rely on adult modelling and support to continue 
conversations.

The target for communication skills was met this year with 35% of students participating in conversations, 
with a further 27% being very close to target. At this level, the student may not provide all the information 
the listener needs, and may need to be asked questions. Of that 35%, 19% are initiating and participating 
in sustained conversations by asking questions and commenting.  

The data shows that problem solving skills during play have improved over the course of the year, 
from 91% of students being heavily reliant on adults, to 42% beginning to use conflict resolution skills 
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independently. These skills are taught explicitly through the centre’s ‘I Do It!’ program and also increase 
through their developing understanding of others’ point of view. 

The 2020 cohort started the year similar to 2019 with 29% (26% in 2018) of Pre-primary students 
starting the year with limited or no conflict resolution skills. By the end of the year, 49% (42% in 2018) 
demonstrated greater awareness of problems and were less reliant on adults to solve problems. 6% 
were using conflict resolution across an increasing range of situations. 9% finished the year with limited 
or no awareness of problems. 

Year 1
There is an increased growth across all areas, reflecting that all of the conceptual knowledge gained 
throughout Kindergarten and Pre-primary has been consolidated in Year 1.

69% of students are playing cooperatively in groups or teams using interactional skills, are better able 
to deal with losing, and they are beginning to create their own rules for games. An additional 22% are 
becoming increasingly proficient at playing imaginatively, sharing equipment and following rules. As 
students transition into mainstream, these skills will equip them to be able to engage in play and make 
new friends. 

We exceeded the target for understanding play situations, with 66% of students able to work out 
familiar play situations, follow rules and solve their own simple problems within the group using skills to 
negotiate. This is taught explicitly through the ‘I Do It!’ program and consistently modelled over time and 
incidentally as situations arise.

By Term 3, 73% Year 1 students are participating and sustaining conversations with adults. They are 
able to stay on topic for longer periods and introduce new topics that are appropriate to the context or 
situation. There was a similar number of students able to engage in conversations with their peers at the 
same level. This reflects that students are applying the skills and models provided in adult conversations 
to those with their peers. 

We were very close to the target set for conversation skills, with 48% of students able to sustain the 
conversation by asking questions, commenting and responding. A further 18% of students were close to 
target. 

Conflict resolution has historically been an area of difficulty for our students. This year we have exceeded 
the target (27%) with 35% of students using conflict resolution and problem solving skills in an increasing 
number of situations. The students were able to solve a majority of conflicts and problems on their own 
and only seek adult support for more complex situations above their ability. 

Focus 2021
1. Increased moderation at staff meetings and Teacher Learning Groups (TLGs) to support 

accurate and consistent assessment of social skills. This may include teachers video 
recording short snippets of play scenarios and analysing the skills shown.

2. Comprehensive review of the Pragmatics and Social Skills Grid Descriptor to include more 
concrete examples. This will further support consistent assessment.

25 

Speaking and Listening      PRAGMATICS & SOCIAL SKILLS GRID – Kindy

Target 

To play at the associative level (150) 

Have we met the Kindergarten enabling 

target? Year 2018 2019 2020 
% to meet target or better 80% 70% 60% 
% that met the target or better 62% 58% 54% 
Target met, nearly met, not 
met 
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3. A targeted focus on negotiation in Year 1 to support play skills and conflict resolution
4. Focus on some specific strategies and structures to support conversation skills such as 

turns and staying on topic.
5. Focus on trauma and trauma-sensitive classrooms. 

27 

Speaking and Listening      PRAGMATICS & SOCIAL SKILLS GRID – Pre-Primary

Target 

Have we met the Pre-Primary enabling targets? 

To play at the cooperative level in pairs (170) 

Year 2018 2019 2020 
% to meet target or better 50% 60% 60% 
% that met the target or better 64% 55% 57% 
Target met, nearly met, not 
met 

Participates in conversations. May provide insufficient listener orientation and take turns which are too long/short within a 
limited range of topics (170) 

Year 2018 2019 2020 
% to meet target or better 30% 35% 35% 
% that met the target or better 37% 37% 35% 
Target met, nearly met, not 
met 

29 

Speaking and Listening      PRAGMATICS & SOCIAL SKILLS GRID – Year One

 

Have we met the Year 1 enabling targets? (190) 

 
Year 2018 2019 2020 
% to meet target or better 55% 55% 55% 
% that met the target or better 59% 63% 66% 
Target met, nearly met, not 
met 

Participates in conversations on an increasing range of topics (190) 
Year 2018 2019 2020 
% to meet target or better 40% 55% 50% 
% that met the target or better 51% 47% 48% 
Target met, nearly met, not 
met 

Uses conflict resolution and problem solving skills in an increasing range of situations (190). 
Year 2018 2019 2020 
% to meet target or better 25% 25% 27% 
% that met the target or better 24% 37% 35% 
Target met, nearly met, not 
met  Q u a l i t y  T e a c h i n g
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I BUILD!

School and Network Level

Priority 2: Specialised capacity of leaders, teachers, speech pathologists and other school 
staff within the Centre is built in the areas of language and associated learning enabling staff 
to provide targeted, differentiated teaching and learning.

Early Intensive Intervention and Outreach Services

The West Coast Language Development Centre develops effective, differentiated evidence-based 
practices in speech, language and learning in a connective, cohesive whole school approach where 
data drives improvement and informs decision making (see Research and Development).
The Outreach Service disseminates the effective practices identified and/or developed within 
the Early Intensive Intervention Service and supports schools as they develop a whole school 
differentiated model for building and developing the critical foundation of oral language and 
associated learning.

The West Coast Language Development Centre creates a collective (rather than personal) sense of 
responsibility for increasing achievement and building of instructional leadership, through the role of 
the principal as a curriculum leader, and by creating and supporting distributed leadership including: 
deputies, critical intervention teachers, mentors, coaches and curriculum leadership positions. 
Successful outcomes are facilitated by aligning instruction with state and federal standards that are 
interpreted at the local level in the context of our student cohort. Effective instruction is aligned with 
valid and reliable evidence-based assessment practices.

The West Coast Language Development Centre builds staff capacity within the centre and across 
mainstream (through outreach services) to support the adoption and sustained use of research-
validated practices in the area of language and associated literacy. At the outreach level there is a 
focus on working at both the school and network level.

The West Coast Language Development Centre builds capacity to maximise staff capacity in speech, 
language and literacy teaching and learning at the class through to leadership level via targeted, 
supported and evaluated programs. The centre is focused on the development and retention of an 
effective workforce.

Overall Target:

Develop within-centre capacity to 
use specialised evidence-based 
approaches to oral language and 
associated learning. 
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I Teach! Teaching and Learning

Content Knowledge and Delivery

All curriculum areas are considered from an oral language base to ensure our students develop the 
essential language and associated literacy skills that will enable greater access to curriculum content.

The teaching and learning within the Language Development Centre is specialised and linked to 
critical and reliable evidence about what works. The focus is on contextually based intervention with
evidence from both speech pathology and teaching disciplines informing practice. The delivery 
includes key staff ‘moves’ or actions that support student learning. In the early years, high quality 
programs create opportunities for engaging students in interactions in the context of responsive and 
predictable environments. There are repeated opportunities for engaging in new learning as well as 
purposeful activities for embedded practice.

Teacher, Speech Pathologist and Education Assistant 
Moves (Actions): Instructional Moves Focus on 
Learning

1. Activate, connect to and build prior knowledge 
by generating interest in learning and connecting 
instruction to the real world.

2. Appreciate, encourage, provide critical feedback, 
specifically praise or reward excellent work product 
as well as improvements in student actions, attitude, 
thinking processes and verbal statements.

3. Build knowledge by annotating or adding additional 
information students do not have in the context of 
book reading, activities or discussions.

4. Assessment for learning both informally and formally through formative and summative 
assessment to determine what students have learned and where instruction needs to be 
differentiated.

5. Model (including role play between two adults), coach and facilitate by showing actions and 
thinking along with students and helping them develop their own ideas.

6. Construct meaning by working collaboratively with students to form conversations, 
discussions and text.

7. Differentiate for individual needs by calibrating the difficulty of learning tasks to create the best 
match possible between the learner and the skills or content.

8. Direct, explicit, systematic and supportive approaches to teaching.
9. Clear learning intentions (what will happen) in a lesson and the associated success criteria.
10. Guide practice by leading students through rehearsal of skills, processes or routines to ensure 

understanding, accuracy and automaticity.
11. Model cognitive processing using think-alouds and physically represent that thinking by 

constructing graphic organisers and models when appropriate.
12. Encourage and inspire to motivate, engage and maintain engagement of students.
13. Monitor level of student attention and engagement by using a variety of techniques, prompts 

and signals to regain or redirect student attention.
14. A variety of questioning types and techniques to stimulate student thinking.
15. Recap through summarising conclusions or content.
16. Teach recursively by repeatedly coming back to important skills, concepts, outcomes or 

standards to provide multiple opportunities to achieve mastery.
17. Scaffold and support students to independence.



82

The attributes of effective instruction for students at risk also include differentiated, explicit, 
systematic, supportive, intensive and specialised approaches.

1. Motivational and Engaging hooks and strategies engage and keep students engaged in 
learning.

2. Differentiated specifically designed strategies meet the differing instructional needs of 
students.

3. Explicit teaching (plain in language, distinctly expressed, clearly stated, not implied) is linked 
to the sequence of teaching and teacher actions (moves) during instruction that is conspicuous 
(seizing attention, obvious to the eye or mind) with carefully constructed teaching and learning 
activities that guide students to independence. This includes teacher modelling (I Do it!) 
guided and supported practice (we do it) leading to the final phase where students are able to 
demonstrate the skill on their own (you do it).

4. Systematic (characterised by the use of a method or plan) effective instruction is organised 
and sequential and follows the defined critical learning path. The focus is on the skills that 
are needed for academic and social learning for students at risk that cannot be learned 
sporadically or without purposeful planning.

5. Supportive and Facilitative scaffolding is used to provide appropriate support, aid or 
encouragement to keep the learner from failing or regressing. Scaffolded learning is 
implemented: as a structure (visual cues); to indicate importance (stating learning intention and 
success criteria) or at the point of need through adult responses (guiding questions).

6. Intensive, concentrated, paced, extensive and thorough teaching and learning.
7. Specialised or designed teaching and learning for students with Language Impairments.
8. Learning intentions and content are communicated clearly and effectively using appropriate 

instructional moves, presentation techniques and a variety of purposeful instructional activities.
9. Levels of engagement and understanding are monitored and corrections or fine tuning of 

content, difficulty or pace made to ensure all students are engaged and understand.
10. Allocated learning time is used productively to maximise academic engaged learning for all 

students and to provide more intensive time for students who need it.
11. Academic or cognitive routines are taught and used to facilitate and motivate high levels of 

thinking and learning.
12. Thinking skills are taught and applied across all learning areas.
13. Students are trained in routines that productively engage them in teacher directed lessons, 

facilitated cooperative work and independent tasks.

Content Knowledge: All Staff Enabling Targets

Overall Staff Reflection Tool 

The Centre’s staff reflection tool was carried out in Term 4 2020. Staff responded on a 9 point Likert 
scale from novice to expert. The survey was completed online on the School Development Day 
(November) to ensure there were maximum respondents.  The survey was again differentiated 
for education assistants, speech pathologists and teachers, to reflect their different roles, whilst 
focussing on the same key areas. 35 teachers (including DOTT providers; K, PP & 1); 14 EAs and 7 
speech pathologists participated. An additional question was added to the teacher survey regarding 
using student data to drive decision making. 

Staff rated themselves against 20 areas. 

Content Knowledge
Build content and specialist knowledge including effective delivery of critical strategies that 
enhance the development of oral language and associated literacy skills in at-risk populations.
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Teacher Reflection

For 9 areas all teachers rated themselves at an intermediate skill level or above. Areas that many 
teachers identify they are most confident/competent in include:

• Teaching and learning environment, planning and delivery, and student engagement
• Time management
• Student management
• Physical environment

For the other areas there is a greater spread of self-ratings along the proficiency scale. Areas that 
many teachers identify they are least confident/competent in include: 

• Learning intentions & success criteria
• Use of word wall for conversation and writing
• Graphic organisers and displays of critical content
• Semantics
• Using technology as a tool to support student engagement and learning 

Speech Pathologist Reflection

For 16 areas all speech pathologists rated themselves at an intermediate skill level or above. This 
reflects the strong knowledge and capabilities that the speech pathology team possess. 
Areas that some speech pathologists identify they are least confident/competent in include: 

• Use of word wall for conversation and writing
• Social skill and pragmatics
• Using technology as a tool to support student engagement and learning 

Education Assistant Reflection

For 8 areas all education assistants rated themselves at an intermediate skill level or above.
Areas that many EAs identify they are most confident/competent in include:

• Teaching and learning environment, planning and delivery, and student engagement
• Lesson planning before working with students
• Lesson presentation
• Explicit instruction
• Student management 

For the other areas there is a greater spread of self-ratings along the proficiency scale. Areas that 
many EAs identify they are least confident/competent in include: 

• Reinforcing academic and cognitive routines
• Using icons and visual prompts to support cognitive mapping of critical concepts
• Graphic organisers and displays of critical content
• Narrative
• PA linked to synthetic phonics
• Using technology as a tool to support student engagement and learning 

The results will be discussed at a leadership level early in 2021 and used to inform planning for staff 
meetings, learning group foci and school development day professional learning. 
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Kindy TLG Summary

The main direction of the Kindergarten Teacher Learning Group throughout 2020 was a focus on 
Math Warm Ups linked to the success in 2019 in Pre-primary and Year 1 with the use of Number 
Talks. As a group we read the first 62 pages of the text ‘Classroom – Ready Number Talks for 
Kindergarten, 1st and 2nd Grade Teachers’ by Nancy Hughes. These pages directly related to the 
kindergarten setting. We then trialled and implemented number talks in the Kindergarten setting 
and shared resources used and collaboratively assisted the Mathematics Committee in creating a 
Kindergarten Number Talks pacing Guide document. 

Throughout this year we have had numerous ‘making consistent judgement’ sessions in the 
area of mathematics using the common assessment task that we developed in 2019. This was a 
useful process to engage upon for grid marking, in turn making our kindy math data relevant and 
meaningful.

At the end of Term 1 and into Term 2 we had a huge team effort in planning for Covid-19 online 
learning and at home learning packages. We created hard copy packages that linked to our school 
YouTube channel read alouds and book shares. These packages integrated all learning areas with 
a main focus in Literacy and Numeracy. These packages were coveted and shared with mainstream 
schools as an exemplary example of home learning. The packages are now included in our year 
group relief teacher folders as detailed lesson plans in case of teachers taking unplanned sick leave.
 
In Semester 2 we had a focus on Narrative Macro structure, with each teacher receiving ‘Braidy, 
the story braid Teachers Manual.’ We then each created and shared a Braidy macro-planning guide 
document for a supplementary text that we were using in our class and theme. These were useful in 
linking our Talk for Writing story maps to the Braidy narrative structure and as they are now a digital 
resource can be used by all kindy teachers in the years to come.

Each term as a professional learning community we also analysed and tracked the kindy cohort 
progress in the KELAT data, a reading, writing and PA assessment created by the centre. We also 
came to a consensus on changes for the 2021 KELAT assessment in relation to an oral PA focus in 
kindy. 

Despite Covid it has been a successful year in the kindy team and most targets met the scope 
across learning areas, with strong positive changes to our teaching with ongoing self-reflection in our 
teaching and our data. 

Pre-primary Learning Group Summary 2020

Each term the PP team had a focus on moderation and data analysis. The PPAT data was discussed 
and foci as a cohort was identified as well as individual class areas of focus. This was then evaluated 
and discussed each term and a new focus chosen.  A shared task and assessment rubric was 
created for writing and moderation occurred in Terms 2 and 4. The new maths moderation booklet 
was implemented areas all PP classes, with moderation and feedback to the maths team in Term 2 
with the booklet continuing to be used for the year.  

‘Sounds Write’ continued to be an ongoing focus with differentiation being at the forefront of 
discussions. Time was also allocated to team ‘problem solving’ in regards to areas of difficulty for 
individual and groups of students. Science and STEM sharing took place with a focus on integration 
within other learning areas throughout the year and will continue to be an ongoing focus in 2021. 
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Year One Teacher Learning Group

In 2019 our Year 1 team reflected on our targets and heavily discussed focus points for 2020, 
particularly in reading comprehension and writing. At the beginning of the year we focussed on 
visualising with a link to the “Alien Talk” program. We researched and upskilled ourselves in visualising 
to support comprehension. We then moderated the visualising column on the LDC reading rubric. It 
was evident the growth teachers had made in their knowledge and understanding of visualisation, but 
also the growth our students had made in visualising. 

Throughout 2020, our TLGs incorporated a STEM focus by sharing lesson plan ideas and reflections. 
During the year we had multiple discussions and sharing sessions on the use of ‘Sounds Write’, 
handwriting and differentiation within our classrooms.

 We used ‘Cisco Webex’ during the COVID-19 pandemic period. Most of the Year 1 staff upskilled their 
knowledge in ‘Cisco Webex’ by attending professional development. 

At most of our TLGs we looked at OMAT literacy data, and compared class data vs cohort data. We 
then had multiple discussions in how to further support our students in reading and writing. We spent 
a majority of our year researching and reading ‘The Writing Revolution’ by Judith C. Hochman and 
Natalie Webex. We shared ideas and resources related to ‘The Writing Revolution’. This new research 
and learning has informed our foci points for 2021.       

Money Spent on Additional Support and Training

We have a significant schedule of relief used for class based support and training that costs around 
$931,325 was spent on backfilling teachers to allow for induction, attending targeted professional 
learning, conducting and analysing assessments, data analysis days and report writing. This 
represents around 11 days per class. The education assistant charges are generally for backfilling 
the class-based speech pathologists to allow them extra time for assessment and analysis. The table 
below summarises the additional support provided.

Focus 2021

1. Continue with the formal PL program in teachers’ second year with a focus on narrative (2 
half days with spaced action learning).

2. Key areas identified to target: use of graphic organisers to support internal organisation, 
learning intentions and success criteria, using technology as a tool to support student 
engagement and learning. 

3. Conduct Knowledge Survey on comprehension to inform potential professional learning 
and discussions.

4. Conduct a survey or observations on the Collaborative Planning Meetings to evaluate the 
effectiveness of these meetings.
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Year Level Teachers Support Reason Provided by

Kindy- Year 1 Up to a day per term, PP/1 
Terms 1-4; K Terms 2-4

Relief for conducting 
KELAT, OMAT and 
PPAT testing

Leaders and relief 
staff

Year 1 teachers 80 minutes 
additional weekly 
DOTT

To support the 
additional 
assessment and 
reporting load for 
Year 1 and across 
site meetings.

DOTT
providers

Year 1 classes 0.5 FTE per week To provide or release 
teachers for
critical intervention in 
literacy to identified 
students.

Leaders

Across all 
classes

Targeted support for
severe social/emotional 
and behavioural issues with 
students (0.3 teacher time 
and School Psychologist); 
additional EA time (1.2 FTE)

To provide critical and 
targeted intervention 
for identified 
students, including 
the development 
of specific plans, 
consulting with staff 
and referring to outside 
agencies.

School 
Psychologist, 
Senior teacher 
(leader), EAs.

All class 
teachers

30 minutes – 1 hour Weekly Consults Speech 
Pathologists

All class 
teachers

2 hours class time led by 
speech pathologists

Speech 
Pathologists

Full time 
teachers in their 
first 2-3 years at 
an LDC.

FTE for coaching, 
plus additional relief to 
attend induction PD.

Coaching and 
mentoring 
teachers in their 
first 2-3 years at the 
LDC.

Teacher 
Coaches/ 
Mentors and 
speech 
pathologists

Newly appointed 
speech 

pathologists

Around 0.4 speech pathology 
L2 SC FTE

Coaching 
and 
mentoring

Level 2 SC 
Speech 
Pathologists

Pre-primary and 
Year 1 class 
teachers

3 days per class (terms 2 and 
4)

Support the conducting 
of language assessment, 
particularly narrative.

Relief staff

Pre-primary and 
Year 1 class 
teachers

Completed the analysis for 
all unfamiliar narratives

Consistency of
marking because of 
the introduction of 
the familiar narrative 
assessment.

Speech 
Pathologists

Pre-primary 
Speech 

pathologists

Backfilled for 1 day each 
to provide additional time 
to mark 50% of the familiar 
narrative.

To support workload Education 
Assistants

All class 
teachers

Speech pathologist conducting 
and marking of assessments: 
semantics and unfamiliar 
narrative

Quality assurance 
and consistency.

Speech 
Pathologists

A range of support was provided for class teachers and speech pathologists to enable them to conduct 
and analyse assessments and for consultation.
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Awardd Support Type Time 
Allocation

Per 
Class 
Days

Cost

Teacher 
backfill days

Testing, analysing, report writing, a few 
curriculum days and induction

250 days 10.9 per 
class

$139,400

Speech 
Pathology 
Backfill PP

Testing, analysing 36 days 4 days 
per class

$152,625

CI Inter-
vention 
Behaviour 
(teacher)

Support for students at tier 3 160 days NA $105,000

Additional 
EA time 
Behaviour

Support for teachers with Level 3 
behaviour students

250 days NA $74,800

CI Literacy 
(Teacher )

Support for tier 3 students (literacy) 360 days 40 $221,000

CI Literacy 
(EA) for 
year 1

Support for tier 3 students (literacy) and 
for intensity of language sessions

1.8 EA time 123,000

Additional 
site support 
(teacher)

To provide site level support for site 
based deputies

200 days NA $115,500

Total $931,325

General Staff
Enhance teacher, speech pathologist, education assistant and support officer effectiveness through 
the delivery of a comprehensive induction and ongoing professional learning program.

Growth and Development: Professional Learning

Enabling Target

Staff capacity and skills are critical for student success. All staff are engaged in the development 
and implementation of Growth and Development Plans (performance management). They access 
a range of in-school and external professional development activities that are connected to system, 
school and personal priorities. The year level teachers and leaders are involved in Learning Groups 
where information is shared, discussed and explored. This included investigating lines of inquiry 
and completing of tasks (including readings). New teaching staff are allocated a coach/ mentor and 
complete a comprehensive induction program (for 3 years).

Induction

All new teaching staff attended a full day’s training on oral language and primary language 
impairments as well as 24 hours training (over various sessions) for ‘I Get It!’ and ‘I Do It!’.
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Professional Development 2020 
 

Date Activity Professional Development Presenters Duration  Attendees 
Dec. 2019/ 
Jan. 2020 

PD Induction for New Teachers 
and Speech Pathologists,  

WCLDC Speech 
Pathology Team,  

0.5 day New Teachers & 
Speech Pathologists 

30.01.2020 SDD Formative Assessment  
Comprehension 
Reading Grid 
Data 

Chris Vawser, 
Jaclyn 
Whittington, 
Lisa Shulman, 
Emily Dawes, Leah 
Ash 
Cheryl Priestley 
 

1 day All staff 

31.01.2020 SDD WCLDC Strategic Plan, 2020 
Focus and Student Targets. 
Behaviour Management 
Testing Schedule 

Shelley Blakers 
Catherine Regan 
Speech Pathology 
Team 

0.5 day Teachers, Speech 
Pathologists 

19.02.2002 Staff 
Meeting 

Curriculum Team Meetings Curriculum Team 
Leaders:  
Social Skills - 
Emma McFarland 
Literacy - Chris 
Vawser 
Maths - Sarah 
Armstead 
Science – Cheryl 
Priestley 

 Curriculum Team 
Members 

20.02.2020 PD Transition PL Sarah Armstead, 
Jaclyn Whittington 
Chris Vawser, 
Leah Ash  

  

18.03.2020 Staff 
Meeting 

Graphic Organisers Deborah Silverlock 2 hours All Teachers, Speech 
Pathologists 

20.05.2020 Staff 
Meeting 

Curriculum Team Meetings Curriculum Team 
Leaders:  
Social Skills: Emma 
McFarland 
Literacy: Chris 
Vawser 
Maths: Sarah 
Armstead 
Science: Jaclyn 
Whittington 

 Curriculum Team 
Members 

05.08.2020 Staff 
Meeting 

Curriculum Team Meetings Curriculum Team 
Leaders (as above) 

 Curriculum Team 
Members 

02.06.2020 SDD ICT/Digital Technology Emma McFarland  All staff 
17.06.2020 Staff 

Meeting 
Visualising 
Business Plan 

Chris Vawser 
Shelley Blakers 

2 hours Teachers, Speech 
Pathologists 

01.07.2020 Staff 
Meeting 

Visualising & Verbalising Chris Vawser 2 hours Teachers, Speech 
Pathologists 

02.07.2020 PD Advanced Narrative Polly Prior, Julia 
Cronje, Leah Ash 

3 hours Shelley Vladich, 
Cheryl-Ann Liebold, 
Hettie Porter, Abeer 
Minhaj, Jess 
O’Callaghan, Natasha 
Nguyen, Chelsey 

The following table outlines the extensive professional learning program for 2020.

Professional Development 2020
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2 
 

Bennett, Tammy 
Benbow, Kim Foster, 
Anne Marie de 
Campo, Sue 
Luppnow, Esther 
Brunner-Memik, 
Lorna Claydon, Karis 
Chaplyn 

06.07.2020 PD Sharing Successful Practise 
Conference 

Various 1 day Stacey Keyser 

14-17 July 
2020 

PD Sounds Write  DSF Staff  Lorna Claydon, Kim 
Foster, Esther 
Brunner-Memik,  

July 2020  PD Diabetes Training Levels 1 & 
2 

Online Varied Poseidon Campus 
Staff 
East Hamersley 
Kindergarten Staff 

July 2020 PD Diabetes Training Level 3   Kim Foster, Lisa 
Shulman 

06.08.2020 PD Advanced Narrative Polly Prior, Julia 
Cronje, Leah Ash 

3 hours Shelley Vladich, 
Cheryl-Ann Liebold, 
Hettie Porter, Abeer 
Minhaj, Jess 
O’Callaghan, Natasha 
Nguyen, Chelsey 
Bennett, Tammy 
Benbow, Kim Foster, 
Anne Marie de 
Campo, Sue 
Luppnow, Esther 
Brunner-Memik, 
Lorna Claydon, Karis 
Chaplyn 

13.08.2020 SDD Understanding Word Level 
Reading Development 
Executive Function 
Maths Warm Ups 

Leah Ash 
Emma McFarland 
Paul Swan 

1 day Teachers, Speech 
Pathologists 
 
 

13.08.2020 SDD  Phonological & Phonemic 
Awareness 

Emily Dawes 1 day Education Assistants 

02.09.2020 Staff 
Meeting 

Executive Function Surveys – 
Review of Data 

Emma McFarland  Teachers, Speech 
Pathologists 

07.10.2020 PD Evidence Based Intervention 
for Children with 
Developmental Language 
Disorder 

Online workshop  
hosted by Susan 
Ebbels  

 Asha Bodycoat 

27.10.2020 PD Reading League Online 
Conference for 2020 

Online Conference  Juliet Palethorpe 

04.11.2020 Staff 
Meeting 

Comprehension Data 
Analysis 

Chris Vawser 1.5 hours Teachers, Speech 
Pathologists 

18.11.2020 Staff Mtg Social Skills Data Analysis Emma McFarland 1.5 hours Teachers, Speech 
Pathologists 

25.11.2020 SDD Reading & Writing Data 
Aboriginal Cultural 
Framework 

Leah Ash 
Deborah Silverlock 
Sarah Armstead 

 Teachers, Speech 
Pathologists 



2020 Growth and Development Group Summary 

In 2020 Christine Vawser facilitated a professional growth and development programme for interested 
teachers. This was set up as an ‘opt in’ programme, to encourage teachers to ‘own’ their own growth 
and development as a teacher, with the aim of increased job satisfaction and improved student 
outcomes. Christine provided the teachers with support and opportunities through a structure based 
on Simon Breakspear’s “Teaching Sprints”. Teachers who chose to opt in would need to be willing 
and able to put in their own time and consider themselves competent implementing mandated Centre-
Wide approaches. As a team the Growth and Development group sought to think about innovating on 
existing programmes and skills, or researching and developing new strategies. 
 
The group sought to focus on the following competencies (and linking in to the AITSL standards at 
‘highly accomplished’ and ‘lead’ levels where possible):

1. Using innovative and/or exemplary teaching strategies and techniques in order to more 
effectively meet the learning needs of individual students, groups and/or classes of students. 

2. Employing consistent, exemplary practice in developing and implementing student assessment 
and reporting processes. 

3. Engaging in a variety of self-development activities, including a consistently high level of critical 
reflection on one’s own teaching practice and teacher leadership, to sustain a high level of 
ongoing professional growth. 

 
To begin the year, Christine shared a concept which she had heard Simon Breakspear present, 
that likened teaching to cooking: “Experience and expertise are not the same thing. You may be 
very experienced at cooking a certain food, but if it’s a bland recipe, your fluency and automaticity 
at cooking it won’t improve its taste!!! An expert teacher, he said, is like the cook who copes with a 
Masterchef mystery box. Our students and their needs certainly present us with such ‘mystery boxes’ 
– and this is an opportunity for you to develop your expertise in working with unique, challenging and 
ever-changing ‘ingredients’.”

The year began with 6 teachers plus Christine, with a commitment to meet at least twice a term. 
Covid-19 interrupted these plans temporarily, but mid Term 2 the team re-grouped. The year ended 
with 4 teachers plus Christine. 

In keeping with the ‘Teaching Sprints’ approach, the team established a common focus area and used 
various strategies such as ‘Boulder, Pebble, Sand’ to narrow that focus. Teachers then engaged in 
deliberate practice, ongoing problem solving and evidence collection in their chosen area of focus. 
The overarching area was ‘Reading’ and within that, teachers focussed on visualising, phonemic 
awareness, vocabulary and text types.  Twice a term teachers were challenged to bring evidence of 
student progress in their chosen area. Christine endeavoured to have teachers maintain their focus on 
student outcomes, rather than just their own perceived confidence or comfort with refined/innovative 
approaches. This proved challenging but rewarding for teachers and also ensured the specificity of 
their professional development focus. 

3 
 

Maths Data 
25.11.2020 SDD  Handwriting and Fine Motor 

Skills 
Social and Emotional 
Development 

Gail Sell 
Graham Goodall-
Smith 

 Education Assistants 

27.11.2020 PD Mathematics Association of 
WA Conference 

Various 1 day Sarah Armstead, Julie 
Knight 

07.12.2020 PD WCLDC Induction for new 
Teachers 

WCLDC Executive 
Team 
Polly Prior, Julia 
Cronje  

1 day Sharon Walters, Renee 
Murphy, Jennifer Bartlett, 
Sally Cruickshank, Rachael 
Livingstone 

09.12.2020 Staff 
Meeting 

Narrative Data 
Semantics Data  
Science/Hass Data 

Polly Prior 
Mikayla Lenzo 
Cheryl Priestley & 
Jaclyn Whittington 

2 hours Teachers, Speech 
Pathologists 
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Between gatherings, Christine emailed the teachers to check on their progress and to encourage their 
ongoing professional learning momentum. She was also available to model lessons in a couple of 
classes and provide resources where applicable. Another feature of this group which worked well, was 
that Christine was herself a class teacher and actively involved in the same process as other group 
members. 

The quality of evidence which teachers presented with regard to student outcomes improved 
significantly over the year. The teachers within the group also willingly acted as resources for each 
other in bringing existing expertise or directing colleagues to explore known resources. This collegiality 
was further facilitated by the time-limited, purposeful nature of regular discussions (including those 
conducted over Webex!). 

This Growth and Development focus will continue for 2021, with a focus on ‘The Sentence’ in keeping 
with the Centre-Wide focus. 

Class Observations

The deputies conducted a lesson observation in each class in Term 3 or Term 4. Teachers were 
observed teaching a social skills lessons. Teachers were provided with feedback from the deputy in 
relation to the aspects listed below. The table is an overall summary of what was observed across 17 
classes (17 teachers). 

Social Skills Observation 2020

Not observed Limited Appropriate Exemplary
Warm up
Engaging and differentiated

15 2

Learning Intention
Clear and explicit/ visual and 
verbal

8 9

Success Criteria 
Explicit/ visual and verbal/
revisited

10 7

Explicit modelling of task 1 12 4

Think alouds 6 8 3

Students engaged 10 7

Differentiated teaching 12 4 1

Feedback- formative and 
targeted

7 8 2

Transitions 12 5

Organisation of resources 7 10

Plenary 6 8 3
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The observation was a three step process:
1. Pre-lesson: Meeting between deputy and teacher to discuss the lesson plan, prior student learning, 

and the focus for the observation.
2. Lesson Observation (30-60 minutes).
3. Post lesson: Feedback from deputy to the teacher including setting mutually agreeable future goals. 

Focus 2021:

1. Link Term 4 data analysis to 2021 staff performance management including links to teacher 
lesson observations. 

2. 2021 lesson observations to include learning intentions and success criteria feedback (a focus 
on feeding forward) and the use of think-alouds. 

3. Continue to encourage use of video connected to self-reflection for teachers and speech 
pathologists. 
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I LEAD!

Priority 2: Specialised capacity of leaders, teachers, speech pathologists and other school 
staff within the Centre is built in the areas of language and associated learning enabling staff 
to provide targeted, differentiated teaching and learning.

Enabling Target

The shared vision of the West Coast LDC informs school direction and planning. Central to the 
vison is building literacy skills within our disordered student population to enable them to return to 
mainstream school environments with key strategies and processes to support their ongoing learning. 
Literacy is the ability to read, write, speak, listen, and think in order to learn and communicate. 
Critically, oral language is a key driver for academic success. As part of the school-wide planning 
the West Coast LDC prioritises oral language and associated literacy and has well-organised and 
consistent actions and processes that support implementation with a focus on direct improvement of 
students. 

Leaders within the Centre are key supports, drivers and developers of the Centre-wide plans, foci 
and approaches. Ongoing collaboration between leaders and staff is linked to disciplined dialogue, 
data-based assessment linked to the setting of clear, measurable goals that address important issues 
related to curriculum, instruction, assessment, and school culture. The Centre has developed a 
core group of key leaders (distributed across roles and sites) linked to the development of emerging 
leaders. The leaders focus on supporting the embedding of Centre-wide tools, strategies and 
processes through the development of staff expertise.

The building of staff expertise and competencies has a direct link to improving student outcomes. 
In the WCLDC this knowledge and expertise is of a specialist nature linked to the speech pathology 
discipline. In addition, over time, the Centre has built specialised expertise in teachers and education 
assistants. The leaders within the Centre play a key role in the development of the growth and 
development culture required to develop quality teaching and learning. They lead and support 
change strategically. Strategic change is placed within existing frameworks with the goal (long term) 
of improvement that is strategic, thoughtful and coherent (individual through to collective mindsets) 
leading to permanent practice (professional capital) changes. At the Centre we use valid and 
reliable research evidence and practice based evidence to solve identified learning issues within our 
disordered cohort. It is not about ‘off the shelf’ solutions but rather solutions that are supported by key 
principles that lead to adjustable actions. 

The Centre has a diverse range of leadership roles. For 2020 we had 13 people in key leadership 
positions, including the Principal, 3 Deputy Principals, a Program Coach and Critical Intervention 
Teacher (Behaviour and Social Skills), Mentors/Coaches, Critical Intervention Teachers (Literacy), 
Curriculum Leaders, Transition Coordinator, level 2 Specified Callings (Speech Pathologists), and 
Data Coordinator. The group monitors and discusses overall performance of students and the 
development of staff as a whole. 

Leadership Development
Maintain and continue the development of a distributed leadership model and enhance 
leadership skills to allow leaders to be critical builders of capacity.
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Focus 2021:

1. Continue to develop teacher expertise through leaders supporting observation, 
feedback, and embedded action learning following professional learning.

2. Continue the development of deputies who aspire to future principal positions through 
allocated portfolios with end of line responsibilities.

3. Embed the processes of the growth and development group, aligning these to 
performance management.

4. Continue to develop teacher understanding of Visible Learning connected to Curriculum 
areas.

Workforce Planning

We have a 2-tiered Speech Pathology model with the Pre-primary year targeted for additional and 
ongoing in-class time with a Speech Pathologist to allow for increased contextualised intervention 
and support for two days for each class with half a day for consults and preparation. The second 
level is for Kindergarten and Year 1. These classes are allocated a day each, including assessment 
support, 2 hours in-class intervention, consultation and preparation. The SC level 2 Speech 
Pathologists (strategic) (2.6 FTE), had overall planning, coordination and mentoring roles as well as 
class-based allocations. These strategic roles have been aligned to portfolios (linked to deputies).
 
During 2020 the Centre had 4 sites with deputies line managing each site. The workforce plan 
outlines the percentage allocation to each employee group.

Focus 2021:

1. Manage the return to work for those on maternity leave.
2. Manage the class backfills for teachers on maternity and other leave to minimise 

disruptions. 

Learning Groups

Learning groups are a key vehicle for collaboration and 
collective learning. The focus is on using data to improve 
teaching and learning practices. They meet 8 times over the 
year with sub-groups meeting more frequently (as needed 
across 2 sites). The Year 1 group deliberately focused on 
collaborative planning and felt this facilitated consistency 
across classes and improved outcomes, especially in 
maths. The Kindy group had a focus on incorporating early 
Science skills as part of the curriculum with all classes 
trialing some Science based units with positive results. The 
Pre-primary group also included the class based speech 
pathologist for the first time. 

Curriculum Teams

The curriculum teams used a sub-group structure linked to sub-leaders (several looking at level 3 
application). As a result, there was greater distribution of actions with more involvement of staff. This 
structure also enables emerging leaders to have clear projects.

Focus 2021:

1. Devise and implement a reflection tool for Curriculum teams and learning groups. 



96

Research and Development: I Develop!

A key aspect of our built expertise and leadership is the focus on research and development.

The West Coast Language Development Centre researches, develops and/or trials a range
of teaching tools, adjustments, scaffolds and differentiations for use by teachers in mainstream 
settings. The development phase uses and provides access to accurate, scientific and technical 
information in speech, language and learning.

Projects include researching, developing and trialling ways of mapping students’ levels of 
development and improvement with differentiation linked to assessment tools suitable for students 
with speech, language and literacy concerns. Links with universities and other training institutions 
are developed and maintained.

Continuing projects for 2020 were:

1. The continuing development and dissemination of a Kindergarten Assessment Tool (KAT) that 
assesses emergent literacy, basic concepts, social/emotional, syntax, semantics, comprehension 
and narrative skills. The tool is comprised of a range of assessment tasks that can be given 
throughout the Kindergarten year based on school and individual student needs. The tool 
continued to be made available to other Outreach Teams during 2020 via 1 day professional 
development sessions.

2. The Critical Learning Path and Intervention Booklet. This resource maps critical skills in 
English (linked to the Australian Curriculum) with a focus on phonological awareness, phonics, 
vocabulary, narrative, social skills (and pragmatics), comprehension, fluency, spelling, grammar 
and writing. The Intervention Booklet is still in progress.

3. ‘I Do It!’ Social Skills. The focus was on finalising units and associated resources for final 
production through desk top publishing. 
The document was finalised in Term 1 and 
an official launch was held in Term 3.
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The following tables summarise the development phase of these resources.

2020/21 Projects

Area Summary of Completed Work for 2020
Kindergarten 
Assessment 
Tool (KAT)

Procedures manual completed and official launch held. 

I Do It! Social 
Skills

2020: Procedures manual completed and official launch held. 

Area Summary of Ongoing and New Projects
I Know It! 
Semantics

Continue the development of a resource package that includes a framework 
that links theory and practical ideas which target vocabulary assessment, 
development and intervention.

I Construct It! 
Syntax 

Use the WCLDC syntax completed resource package and transfer into In-
design ready for completion 2021. Distribute to mainstream through PL and 
consults.

I Code It! 
(decoding 
and 
encoding)

Co-ordinate service and associated resources together in a package that 
includes a framework that links theory and practical ideas which target code 
cracking skills. 

Oral 
Language 
Manual

To complete Oral Language Manual with intervention strategies that unpack all 
the areas of language. Links made to the Online Oral Language modules and 
strategies.

Parent 
Information 
flyers

To complete a series of user friendly flyers that unpack the centre’s core 
programs and language areas.
These can also be distributed within professional learning sessions for 
teachers or to allied agencies.

Transition 
booklet

To develop a manual for teachers of exited LDC students that unpacks the 
essential elements of the centre’s evidence based programs, assessment 
tools, rubrics, lanugage underpinnings, data and student IEPS.

Book Sharing Let’s Book Share is a parent programme run by speech pathologists which 
is designed to improve the book sharing skills of parents and caregivers of 
Pre-primary students. During the programme, parents learn about effective 
book sharing strategies to support their child’s language development. The 
programme is completed over five sessions.
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Resources

The resources are the financial capital and how this is used within a school to support the day to day 
operation of the school and the improvement of student outcomes. The Centre has a comprehensive 
teaching resource collection with critical and essential resources located at each site or within 
individual classes. These are monitored regularly through stock takes. 

Appropriate governance is provided through a School Board structure linked to Department policies 
and guidelines. The Board reflects needs of the school community and services provided by the 
Centre and collaborates on and supports the monitoring of the Business Plan, associated financial 
information, student data and evidence. Financial policy and guidelines inform the development and 
execution of public money through the budgeting, audit and review cycle. The Language Development 
Centre has ongoing physical space needs linked to constantly changing referral and enrolment data. A 
key role of the Principal and Board is to advocate for these facilities.

One-line Budget:

We met the 96% government spend target.

Financial Summary:

Overall, the Centre is in a sound financial position (see table on the next page). The impact of the loss 
of overall funding dollars due to decreased Kindergarten enrolments but the same class requirements 
has been minimised because we saved some salary components by not backfilling staff in some 
situations. 

Focus 2021:

1. Negotiate MOU for shared site funding with mainstream partners.
2. Ensure the WCLDC spends 96% of the allocated resourcing through the Student Centred 

Funding Model (Government Target)



 

1 11,560.00$                    11,680.00$                    
2 8,011.00$                       8,031.00$                       
3 -$                                 -$                                 
4 -$                                 -$                                 
5 -$                                 -$                                 
6 -$                                 -$                                 
7 27,407.00$                    31,606.23$                    
8 8,180.00$                       7,702.31$                       
9 78,482.00$                    78,482.00$                    

10 -$                                 -$                                 
11 Farm Revenue (Ag and Farm Schools only) -$                                 -$                                 
12 -$                                 -$                                 

133,640.00$                  137,501.54$                  
271,233.00$                  271,233.39$                  

Student Centred Funding 503,338.00$                  508,338.00$                  
908,211.00$                  917,072.93$                  

7,161,070.00$              7,161,070.00$              
8,069,281.00$              8,078,142.93$              

Locally Raised Funds19,711.00$       
Student Centred Funding508,338.00$     
Other Govt Grants31,606.23$       
Other  7,702.31$         
Transfers from Reserves78,482.00$       

645,839.54$     

1 86,730.00$                    55,872.97$                    
2 -$                                 -$                                 
3 70,526.00$                    73,188.62$                    
4 208,787.00$                  217,404.29$                  
5 186,241.00$                  83,339.71$                    
6 32,756.00$                    14,018.40$                    
7 -$                                 -$                                 
8 323,171.00$                  292,688.73$                  
9 1,111.00$                       1,141.00$                       

10 -$                                 -$                                 
11 -$                                 -$                                 
12 Farm Operations (Ag and Farm Schools only) -$                                 -$                                 
13 Farm Revenue to CO (Ag and Farm Schools only) -$                                 -$                                 
14 Camp School Fees to CO (Camp Schools only) -$                                 -$                                 

909,322.00$                  737,653.72$                  
5,799,109.00$              5,799,109.00$              
6,708,431.00$              6,536,762.72$              

(1,111.00)$                     

Bank Balance 455,035.49$                                 
Made up of: -$                                                

1 General Fund Balance 179,419.21$                                 
2 Deductible Gift Funds -$                                                
3 Trust Funds -$                                                
4 Asset Replacement Reserves 280,097.54$                                 
5 Suspense Accounts (71.26)$                                          
6 Cash Advances -$                                                
7 Tax Position (4,410.00)$                                    

455,035.49$                                 Total Bank Balance

Cash Position as at:

Residential Boarding Fees to CO (Ag Colleges only)

Cash Budget Variance

Total Forecast Salary Expenditure
Total Expenditure

Total Goods and Services Expenditure

Other Expenditure

Buildings, Property and Equipment
Curriculum and Student Services

Total Salary Allocation
Total Funds Available

ActualBudget

Residential Operations

Total Locally Raised Funds

Fundraising/Donations/Sponsorships

Opening Balance

Total Cash Funds Available

Camp School Fees (Camp Schools only)

Expenditure - Cash and Salary

Payment to CO, Regional Office and Other Schools

Administration
Lease Payments
Utilities, Facilities and Maintenance

Professional Development
Transfer to Reserve

Transfer from Reserve or DGR
Residential Accommodation

Other State Govt/Local Govt Revenues
Revenue from Co, Regional Office and Other Schools

West Coast LDC
Financial Summary as at

Actual

31 December 2020

Other Revenues

Commonwealth Govt Revenues

BudgetRevenue - Cash & Salary Allocation

Voluntary Contributions
Charges and Fees
Fees from Facilities Hire
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General Building of Capacity of Leadership Development Across Mainstream Schools and 
Networks (Outreach): I Build! I Lead!

Priority 3: Specialised capacity of educators across mainstream schools is built in the areas 
of language and associated learning enabling staff to provide targeted, differentiated teaching 
and learning to maximise outcomes for students with language disorders, difficulties or 
disadvantage.

Building Expertise and Capacity of Staff across Mainstream Public Schools with a primary 
focus on Kindergarten to Year 3 staff. 

Capacity is developed across mainstream schools and networks through the outreach service, with 
the support of the early intervention and research and development arms. The focus is to develop 
mainstream teacher and school capacity to enable effective support of learning in speaking, listening, 
reading, writing and social domains to maximise the outcomes for students with language disorders, 
disability and difference. Capacity is built through the use of four interrelated dimensions for 
sustainable capacity development; individual, entity, interrelationships and enabling environments. 

Outreach Service: Student Cohort

The Outreach Service indirectly caters for the broader group of students with language impairments, 
difficulties or disorder and students with language vulnerabilities due to disadvantage. This group 
represents approximately 20-30% of the student population.

Overall Target  

Specialist knowledge associated with oral language linked to literacy is shared and capacity 
built across schools and networks through the delivery of school-based (linked to networks of 
schools) services with a focus on building leadership capacity.
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Enabling Targets
School and Network Level Support Resource Series District Series

1. Transition professional learning is offered 
to all teachers of students exiting the 
language centre.

2. Services offered to mainstream schools 
with primary students and prioritised 
based on the following criteria.
Priority 1:  School identified by  On-Entry 
Module 1 Speaking and Listening, and 
Reading assessment data.
Priority 2:  School requesting capacity 
building in oral language teaching skills 
among early years’ staff.

3. Network connections between schools are 
facilitated.

4. When resources allow, offer seconded 
placements at the Language Centre for 
work embedded learning and support for 
one year with continuing coaching and 
mentoring as the selected teachers return 
to their school in a leadership role.

5. Offer and deliver a leadership 
development series for one year, involving 
a series of 6 one day professional learning 
sessions spaced over the year with 
associated action learning and reading. 
Teachers trained in this program are 
supported through networking sessions 
and school based mentoring.

To provide resource 
based action learning 
series using resources 
developed by the 
service (connected 
to the Australian/WA 
Curriculum and the 
Kindergarten Guidlines) 
with links made to the 
implementation within 
the Language Centre 
and other mainstream 
schools.

Offer a series 
of professional 
learning sessions 
targeting critical 
oral language areas 
that is available to 
all staff regardless 
of level of school 
engagement.

School-Based Service

What the School-Based Service Does

The school-based service involves school leaders, specialist staff, staff and community members 
engaging in whole school improvement in speech, language and early literacy through negotiation 
of outcomes and articulation of school and service roles and responsibilities. These are overviewed 
in service agreements. The focus of the school-based service is capacity building. Capacity refers 
to an organisation’s ability to achieve its mission effectively and to sustain itself over the long-term 
through the building of skills and capabilities at the individual through to group level. This is achieved 
by Support Officers engaging staff in activities that ensure effective practices. The service leads and 
supports the development of curriculum that is differentiated to cater for all learning needs in speech, 
language and learning at the assessment, teaching and learning level. The service also utilises 
mainstream expertise as it is identified and developed within schools and across networks of schools. 
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Effective professional learning for teachers should be continuous, including work-embedded 
professional development focused on effective change. Teachers learn about best practices by 
reflecting and comparing current practice with current research, resulting in effective outcomes for 
students. Skills are expanded through the sharing of practices with others and collaboration on how 
to apply these to their students and across the whole school. Support Officers build and maintain 
effective relationships with schools through face to face and online contact. Key to the successful 
school-based service is the focus on developing Language Leaders who are key change agents and 
drivers within schools.

Prioritising Schools 2020

Schools apply for outreach services and are prioritised based on level of need, level of in-school 
leadership development focus and the level of whole or phase of school connectedness. Schools are 
invited to apply for services each year. Each school is allocated a Support Officer who negotiates key 
outcomes and service requirements that are documented in a Service Agreement.    

Priority 1:  School identified by  On-Entry Module 1 Speaking and Listening, and Reading 
assessment data.
Priority 2:  School requesting capacity building in oral language teaching skills among 
early years’ staff.

WCLDC additional priority
Priority 3:  Schools working across networks in a connected, cohesive way.

Summary

Number of schools accessing services the Outreach service in 2020 either by face to face consults, 
email, phone conferences or via the Webex platform.                     
Metropolitan                                Midwest
Priority 1: 20                                 Priority 1: 8
Priority 2: 31                                 Priority 2: 5
Total: 64 

There were also 6 School Networks that accessed support; Shenton, Carine, Duncraig Partnerships, 
SAILS, Midlands (Midwest) and Geraldton. 

The West Coast Language Development Centre Outreach provided direct support to 14 schools in 
the Midwest Region (Wandina, Rangeway, Morawa, Mullewa, Mingenew, Binnu, Chapman Valley, 
Yuna, Corrow, Waggrakine, Beachlands, Allendale, Bluff Point and Carnarvon). Two Support Officers 
travelled to Geraldton on 3 occasions for a total of 6 visits, one support officer travelled to Carnarvon 
on 1 occasion. The decreased number of visits to the Midwest and Gascoyne regions was due to the 
implications of travel due to the Covid 19 restrictions.

An estimated 675 mentoring hours of service was provided to current and previous staff who had 
participated in the Key Language Leader professional learning series. This service included school 
site visits, phone consults and WebEx conferences.

Even though 2020 was an unprecedented year due to Covid 19, many schools received services with 
the increased uptake of online professional learning and consults.

When working with school leaders and/or staff, they are asked to complete action learning tasks 
between visits.

The following is a summary of the types of tasks undertaken by teachers and schools:



• Establishing a data collection cycle linked to identifying students at risk.
• Using assessment tools and analysing data linked to grouping students and setting goals 

(service tools RAT  (Rainbow Assessment Tool - PA) and KAT (Kindergarten Assessment 
Tool).

• Developing intervention plans in collaboration with support officer using data as the key 
driver.

• Developing resources to be used in oral language sessions that target areas of concern.
• Using a Literature Based Unit (LDC developed) and adapting to suit the local content.
• Developing an oral language plan to ensure successful transition to literacy.
• Observing and giving feedback on phonological awareness and synthetic phonics lessons.
• In-class modelling (by leader).
• Key Language Leaders to present to peers or whole school on knowledge/information gained 

at leadership training.
• Reading research papers and/or book chapters using a jigsaw style discussion and/or 

feedback session.
• Accessing resources and forum discussions via service established Connect Communities.

The pie charts below summarise our service delivery.
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Key Outcomes of the School Based Service

Due to Covid 19 restrictions Professional Learning was not conducted in Terms 1 (part of), 2 
and part of Term 3 at the Outreach office or school level.

Online learning became a service focus due to Covid-19. Fortunately, staff had been upskilled in this 
at the end of 2019 and were comfortable running online PL. Some PL, we discovered, were more 
conducive or practical for the online platform. Others had to be modified for time factors and content 
to make these sustainable and to hold interest levels.

An increase of the number of online meetings and consultations across both the Metro and Midwest 
regions via WebEx was a result of Covid restrictions. For example, Shark Bay District High School 
had attended 7 online learning sessions with action learning tasks to be completed.

Introduction of 2 new Professional Learning topics will be introduced in 2021;
• What is Developmental Language Disorder ? This will be presented by both an Outreach 

Support Officer and an WCLDC speech pathologist. 
• Let’s Share Books - which is a parent specific series that has been trialled in the WCLDC over 

the past 3 years.

Language Leadership
• 22 teachers trained in the Language Leadership series across the north metropolitan education 

district .
• With Covid restrictions being implemented in March  several of the planned Leadership 

sessions were rescheduled to the end of Term 2, and 3. 
• The Language Leadership end of training presentation was focused on the change that the 

teachers had made at the individual, class and school level with knowledge and data driving 
this. Each teacher presented a 15-20 minute talk on what they had implemented at the school 
level as a result of this training.

• In 2022, there is a proposed change to the number of days for leadership training from 6 to 
7 with no mandatory mentor half days in the following year due to poor uptake of the newly 
trained leaders conducting professional learning at the school level. It is proposed that on the 
7th leadership day that leaders are to prepare a professional learning session and be mentored 
on how to run this at the school level.

• The Language Leadership course was not run in the Midwest region due to Covid constraints 
and low numbers requesting PL.

 
RAT-R (Rainbow Assessment Tool) x 4 sessions (1 face to face and 3 WebEx)

   Addresses the following:
• To improve teacher knowledge of phonological and phonemic awareness and the skills students 

need to learn.
• Participants to be able to administer the Rainbow Assessment Tool and understand the results 

of the assessment.
• Participants to be able to identify targeted teaching goals from the test results.
• To improve the participants’ awareness of current research in phonemic awareness and phonics 

teaching.
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Kindergarten Assessment Tool (KAT) x 4 full day sessions 
• Schools are continuing to invest in KAT training for early years teachers, and using the data 

collected to inform planning and referrals. 
• KAT training numbers up to and including Term 3, 2020: over 940 participants from 318 

schools  
• Connect groups are still very active and contact through this platform has made dissemination 

of information consistent and frequent. 
• KAT online training will start in 2021 with 1 out of the 4 sessions via WebEx.
• The official launch of the KAT procedures manual was held in October with the number of 

attendees restricted due to Covid distancing rule, however we were privileged to have several 
dignitaries from Statewide Services, WCLDC board members, mainstream principals and 
teachers attend.

Exiting LDC student Transition program 
Only 4 schools (Creaney PS, East Hamersley PS, Glendale PS, Mullaloo PS) requested support/
consults for exited WCLDC students in 2020. However, we received several requests from private 
schools enquiring about the programs we run at the WCLDC. These schools reported that returning 
students displayed a higher than expected level of achievement and in some cases were out-
performing their peers. As private schools are unable to access school services it was suggested 
that staff attend professional learning provided by the Outreach service and/or visit WCLDC 
classrooms to observe lessons and programs in practice. A formal plan is to be created for this in 
2021.

The Transition Professional Learning session, for teachers of exited LDC students in mainstream, 
was conducted in February with 41 attendees (detail can be seen on page 101).

In 2021 there are 45 public schools that are within our region that may potentially request support 
for an exited LDC student/s (+ 17 private schools and 1 Montessori School). There are also 45 
schools within our district that consistently have a high number of referrals for WCLDC placement. 
These schools are a priority 2 level. 

Enablers and blockers for the success of the Outreach service can be seen on page 99 of  the 2020 
Annual report.

Other professional learning sessions can be seen on the following pages.

Focus 2021:

1. Use On Entry data to drive capacity building within school staff. 
2. Create online KAT Professional Learning using WebEx over 4 sessions.
3. Continue to video and edit all professional learning sessions for use during WebEx 

sessions.
4. Use the school based YouTube channel as part of distributed professional learning.  
5. Complete and publish the Oral Language manual and associated intervention 

strategies.
6. Create a specific PL session that addresses ‘What is DLD?’.
7. Design and create a parent specific ‘Let’s Share Books’ professional learning series 

based on the WCLDC model.
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Schools Priority 1:  20 Priority 2: 31

Trained 
Leaders

Previous 302 2020 22 LDC Secondment 2011-16: 8
2017: 1
2018: 0
2019: 0
2020:0

Schools 
Accessed 
Resource 
Series

I Get It! 
(2009-20)
53 schs
220 tchrs

I Do It! 
(2012-20)
36 schs
168 tchrs

I Tell It! 
(2013-
20)
30 schs
164 
tchrs

KAT 
(2012-
20)
318
schs
940
tchrs

RAT 
(2011-20)
140 Schs
214 tchrs

Profes-
sional 
Learning 
Delivery

No of PD 
Sessions 
(including 
school 
based)

64 Total Numbers

Participants
Schools
PL Hours

1245
56
952

School 
Contact

Face to 
Face

233

Phone 
Consults

30

Email 
Consults

1648

North Metro (Coastal) Data Summary

Schools Priority 1: 8 Priority 2: 5

Trained 
Leaders

Previous 80 2020 0 LDC Secondment 2019: 0
LDC Secondment 2020: 0

Previous
0

Schools 
Accessed 
Resource 
Series

I Get It! 
(2009-20)
15 schs
82 tchrs

I Do It! 
(2012-20)
6 schs
15 tchrs

I Tell It! 
(2013-
20)
20 schs
63 tchrs

KAT 
(2012-
20)
45 schs
64 tchrs

RAT 
(2011-
20)
39 Schs
100 tchrs

Profes-
sional 
Learning 
Delivery

No of PD 
Sessions
(including 
school 
based)

17 Total Numbers

Participants
Schools
PL Hours

286
14
116

School 
Contact

Face to 
Face

109

Phone 
Consults

21

Email 
Consults

810

Midwest Data Summary
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Name of Session Student Transition Professional Learning
Presenters Sarah Armstead, Chris Vawser, Jaclyn Whittington, Leah Ash, Juliet Palethorpe
Location WCLDC Outreach - East Hamersley PS Presentation Room

Number of 
Participants

41 Number of 
Schools

32 Presentation 
Hours

6

Session Aims The Transition Professional Learning opportunity aims to support mainstream 
teachers who have students with language difficulties within the classroom. 
The professional learning supports them in understanding the programs that 
are being used within the WCLDC to teach comprehension, phonological 
awareness, semantics, narrative and pragmatic skills. The session assists 
mainstream teachers in understanding the rubrics that have been used within the 
WCLDC to record students’ progress; this is necessary to ensure mainstream 
teachers are aware of the student’s language requirements.

Summary of
Feedback

The 2020 Transition to Mainstream Professional Learning had a total of 41 
participants, from 32 different schools. Participants were asked to provide feedback 
at the end of the session. Feedback was based on rating scale of 1-10, with 1 being 
not confident at all and 10 being extremely confident. Participants were asked 
to rank themselves on; how they felt with their knowledge, prior to attending the 
Professional Learning based on their existing knowledge. They were then asked 
how they felt about their knowledge after attending the Professional Learning, 
based on their level of understanding from the content presented within the 
session. Participants initial average score was a 5.1, showing they have a moderate 
understanding of knowledge. After the professional learning the participants rated 
themselves at an average of 8.1, showing significant growth in knowledge, with a 
total of 42% of participants rating themselves at the ‘extremely confident’. 

From the feedback participants were asked to rate their confidence in implementing 
the ideas that were presented. Participants rated themselves at an average of 8.6. 
Some of the concepts that participants felt confident in being able to implement 
include; using visual cues to support writing and narrative development, unpacking 
vocabulary more clearly, the calming wheel for social emotional support, and 
providing extra wait time to support comprehension.

Overall the feedback from the presentation was positive; the participants mentioned 
that they enjoyed learning from classroom teachers of the WCLDC, and that the 
strategies were relevant, useful and could be implemented immediately. Through 
feedback during the Professional Learning, there was a request for a Connect group 
to be created to support teachers with resources and further strategies, and as a 
result we have created this group and it is being accessed by 28 participants.

Future 
Adjustments

Change in presenters to promote growth within theWC LDC. Inclusion of more spe-
cific strategies to support students’ behaviour within the classroom context.
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Key Language Leaders Training

The Outreach Service actively develops staff knowledge, skills and leadership in speech, language 
and literacy within the service and across the system. Building and utilising key leaders within 
schools enables more schools to access the service because these key leaders are the critical 
conduits used by the Support Officers Speech and Language. The service develops capacity by 
developing, encouraging and supporting co-learning partnerships where special expertise is built and 
shared within the service and across mainstream schools and settings. The Key Language Leader 
Program is based on current evidence and includes theory, practice and action learning.
Leaders are supported in the embedding of evidence-based practices through sustained mentoring, 
coaching and support for action learning at the workplace level.

While individual outcomes across schools vary, there are some identifiable factors that facilitate 
successful outcomes for the leader, school staff and students. 

These include:
1. A commitment and involvement of the Principal in the initial goal setting and ongoing 

implementation of the plan.
2. Teachers allocated the leadership role rather than deputies with multiple roles.
3. Teachers allocated additional time from school resources to support the project.
4. The teacher selected has the desire to work alongside colleagues to up-skill and build 

expertise.
5. There are structures within the school that facilitate access to teachers (common DOTT, time 

allocated in staff meetings). 
6. Time is allocated to set up required resources.
7. The time allocation is used for the project and not lost to internal relief.
8. The projects are data driven.
9. Action learning tasks are completed.
10. Leaders to access all the Professional Learning provided.
11. Leaders responding to email and phone support.

The following tables summarises the North Metropolitan Key Language Leadership Series:
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Name of 
Session

Key Language Leadership Training 

Presenters Stacey Keyser, Mithi Harshal, Asha Bodycoat, Megan Griffiths, Juliet Palethorpe
Location WCLDC Outreach - East Hamersley PS Presentation Room
Number of 
Participants

22 Number of Schools 16 Presentation 
Hours

6.5 x 6
39  hours

Session Aims As a result of completing this workshop participants will: 

LLS1 - Setting the Scene, Building Oral Comprehension and Making Links to 
Early Literacy
Understand the impact of teacher knowledge and the use of evidence within 
schools to guide practices. 
Explore the concept of shifting paradigms and what it takes to create change in 
schools. 
Explore the complex development of oral language and what happens in children 
diagnosed with DLD.
Introduce the importance of phonological awareness and most importantly the 
need to develop phonological proficiency. 
Participants will learn what phonological proficiency is, how to teach it and assess 
it.

LLS2 - The Basic Code and The Reading Rope
Understanding of how to teach the basic code. 
The use of structured synthetic phonics according to the science of teaching 
reading. 
Key aspects of programs to ensure all schools are using them. 
Analysis of key assessments to identify strengths and challenges for identified 
students, small groups and whole classes. 
Selection of key resources to support teaching.

LLS3 - Semantics & Robust Vocab Instruction
Have a greater understanding of what skills are involved in semantics and 
vocabulary development.
Understand the importance of vocabulary development and its link into academic 
success.
Have knowledge of what words to teach and how to teach them.
Have a greater ‘kit’ of activities, strategies and resources to teach vocabulary and 
semantics.

LLS4 - Narrative Macro-structure - Analysis & Intervention
Analyse narrative samples to assess macrostructure elements. 
Set measurable iSMART goals for macrostructure for individual, groups and 
whole classes. 
Describe the critical macrostructure framework needed to develop an age 
appropriate narrative retell encompassing adequate language skills. 
Improve understanding of the skills involved in producing written text and the 
difficulties students can experience.
Improve knowledge of age-appropriate methods for teaching narrative elements 
explicitly.
Identify potential for improvement in own practices and those of your school’s in 
teaching narrative and associated language skills and commit to action.

North Metropolitan
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1. 

LLS5 - Syntax and Grammar:
Analyse narrative samples to assess micro-structure elements. 
Set measurable iSMART goals for micro-structure: individual, groups and whole 
class goals. 
Describe the critical micro-structure elements required to formulate rich sentences.
Consider the West Australian Curriculum statements linked to syntax & grammar 
and building sentence complexity. 
Describe some age appropriate methods for explicitly teaching syntax and 
grammar.

LLS6 - Literature Based Units and Bringing it all together:
Where Literature Based Units fit within a literacy block.
The structure of a Literature Based Unit
Plan a Literature Base Unit
Presentations by Leaders
Wrap up and certificates

Summary of 
Feedback

Positive feedback from all participants. 
Many felt validated in their approach and many also needed to go back and have 
conversations at the school level to modify current practices.
Some preferred the pace… a little slower and more interactive. More practical 
sessions with hands on games, and a lot of time for planning.
All appreciative of all the relevant resources provided that they could immediately 
usse in their classes and share with their staff. 
Most reflected on the need to integrate more visual structures into their explicit 
model of teaching narrative structure. 
Participants valued the exercise in analysing a narrative sample.
The most popular strategies that participants reported were Colourful Semantics, 
appositives and sentence combining with conjunctions. 

Future 
Adjustments

More time needed for the afternoon session focussed on practising the RAT-R 
assessment tool.
More time for tier 1 teaching discussions and more time to focus on practcing the 
practical tasks.
Possibly change the format of the Jigsaw task for action learning.
Possibly more information on integrating the use of visual icons into daily practice. 
Further examples could be shown for narrative macrostructure.
Consider expanding strategies from The Writing Revolution to promote further oral 
grammar development as a precursor to writing. Consider reducing some of the 
grammar content, which was repetitive.

Usefulness
Topic

Usefulness
Information

Usefulness
Strategies

Usefulness
Resoruces

Prior 
Knowledge
/10

Post
Knowledge
/10

Confidence
Rating
/10

Av. score 
(4)
3.7

3.7 3.7 3.7 6.3 8.3 8.4



AITSL Professional Standard for Principals

Average 
Scores 
out of 4

LR 2 Knowledge and Understanding 
Indicate the extent to which this professional learning improved your knowledge and 
understanding of the practices and theories of contemporary leadership to support school 
improvement. 3.2
PP 2 Developing self and others 
Indicate the extent to which this professional learning improved your knowledge and 
understanding of practices to work with and through others to build a professional learning 
community that is focused on the continuous improvement of teaching and learning. 3.2
PP3 Leading improvement, innovation and change 
Indicate the extent to which this professional learning improved your knowledge and 
understanding of practices to work with others to produce and implement clear, evidence-
based improvement plans and policies for the development of the school and its facilities. 3.2
AITSL Professional Standards for Teachers 
FA1.2 Know students and how they learn - Understand how students learn 
Indicate the extent to which this professional learning contributed to improved
understanding of how students learn. 

               
3.2   

FA1.6 Strategies to support full participation of students with disability 
Indicate the extent to which this professional learning contributed to improved
understanding of strategies to support full participation of students with disability. 2.8
FA2.1 Know the content and how to teach it 
Content and teaching strategies of the teaching area. 3.3
FA2.2 Content selection and organisation 
Indicate the extent to which this professional learning contributed to improved 
understanding of selecting and organising content into coherent, well-sequenced learning 
and teaching programs. 3.2
FA3.2 Professional Practice 
Plan for and implement effective teaching and learning. 
Plan, structure and sequence learning programs. 3.2
FA3.3 Use teaching strategies 
Indicate the extent to which this professional learning contributed to the identification and/
or development of effective teaching strategies to enable students to use 
knowledge, skills, problem solving and critical and creative thinking. 3.2
FA3.4 Select and use resources 
Indicate the extent to which this professional learning provided an opportunity to select 
and/or create a range of resources to engage students in their learning. 3.2
FA3.6 Evaluate and improve teaching programs 
Indicate the extent to which this professional learning contributed to improved 
understanding of strategies to evaluate teaching and learning programs using evidence, 
including feedback from students and student assessment data, knowledge of curriculum 
and workplace practices. 3.1
FA6.2 Engage in professional learning 
Engage in professional learning and improve practice 
Indicate the extent to which this professional learning contributed to improved 
understanding of relevant and appropriate sources of professional learning, targeted to 
professional needs and/or school and/or system priorities. 3.1
FA6.3 Engage with colleagues and improve practice 
Indicate the extent to which this professional learning provided an opportunity to engage in 
professional discussions with colleagues to evaluate practice directed at improving
professional knowledge and practice, and the educational outcomes of students. 3.3
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General Series

Not all schools are able to access school-based services and to cater for teachers and education 
assistants who wish to access ‘one-off’ professional learning, that is not connected to action learning, 
the general series can be accessed. Professional learning sessions are offered in a central metro 
location each term, mostly after school. The following tables summarise the sessions. 

North Metropolitan

Name of Session Articulation & Phonology: 
When to refer and how you can help

Presenters Stacey Keyser, Juliet Palethorpe & Asha Bodycoat
Location WCLDC Outreach - East Hamersley PS Presentation Room
Number of 
Participants

37 Number of Schools 17 Presentation Hours 2

Number of 
Participants

35 Number of Schools 17 Presentation Hours 2

Number of 
Participants

22 Number of Schools 10 Presentation Hours 2

Session Aims As a result of completing this workshop participants will: 
• Improve knowledge of the basic terminology in relation to articulation 

and articulation difficulties. 
• Have improved awareness of what is expected in normal development 

of articulation. 
• Have improved awareness of how sounds are produced in the mouth. 
• Understand what strategies can be used in the classroom to improve 

articulation and when to refer. 
Summary of 
Feedback

Overall very positive with many commenting on learning new things despite 
having attended an Artic PL before.
Most people identified using crisp articulation and mirrors for biofeedback as 
strategies they would implement.
Teachers found section on writing a good speech referral useful.

Future Adjustments Examples of a completed screen to assist referrals were added in 
subsequent sessions.

Feedback Average out of 4

PL – FA1.2: Extent to which this professional learning has increased your 
knowledge and understanding of how students learn

3.1

PL – FA2.1: Content and Teaching Strategies of the teaching area 3.1
PL – FA2.2: Content Selection and Organisation 3.1
PL – FA3.3: Use Teaching Strategies 3.1
PL – FA3.4: Select and Use Resources 3.1

Usefulness
Topic

Usefulness
Information

Usefulness
Strategies

Usefulness
Resoruces

Prior 
Knowledge
/10

Post
Knowledge
/10

Confidence
Rating
/10

Av. score 
(4)
3.9

4.0 3.9 3.9 5.7 8.1 7.8
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Name of Session Incorporating Oral Language into Play-Based Learning
Presenters Megan Griffiths & Asha Bodycoat
Location WCLDC Outreach - East Hamersley PS Presentation Room
Number of 
Participants

36 Number of Schools 16 Presentation Hours 2

Number of 
Participants

23 Number of Schools 12 Presentation Hours 2

Session Aims As a result of completing this workshop participants will: 
• Understand where play-based learning fits in the curriculum
• Identify how play can be used to develop oral language skills
• Identify how play can be used to develop social competence
• Know how to plan for oral language learning in a purposeful play 

context
• Know how to faciliate language in a purposeful play context
• lation and when to refer. 

Summary of 
Feedback

Overall very positive with many commenting ‘Loved the JAR elements and 
the proforma sheets for planning’.

Future Adjustments The session was more appropriately targeted to K and PP teachers and 
less useful for Years 1 -3 but could be adjusted by including more around 
story building and retelling as part of play. Some participants were already 
familiar with Joint Action Routines so the session may benefit from less 
examples here and more examples of different types of play and how they 
can be used to facilitate language.

Feedback Average out of 4

PL – FA1.2: Extent to which this professional learning has increased your 
knowledge and understanding of how students learn

2.9

PL – FA2.1: Content and Teaching Strategies of the teaching area 3.1
PL – FA2.2: Content Selection and Organisation 3.0
PL – FA3.3: Use Teaching Strategies 3.1
PL – FA3.4: Select and Use Resources 3.0

Usefulness
Topic

Usefulness
Information

Usefulness
Strategies

Usefulness
Resoruces

Prior 
Knowledge
/10

Post
Knowledge
/10

Confidence
Rating
/10

Av. score 
(4)
3.6

3.6 3.5 3.5 6.4 8.5 8.5
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Name of Session Phonological Awareness Assessment Tool (RAT-R)
Presenters Stacey Keyser, Asha Bodycoat, Shari O Neill, Mithi Harshal, 

Juliet Palethorpe, Megan Griffiths
Location WCLDC Outreach - East Hamersley PS Presentation Room
Number of 
Participants

26 Number of Schools 18 Presentation Hours 2

Number of 
Participants

17 Number of Schools 14 Presentation Hours 2

Number of 
Participants

20 Number of Schools 19 Presentation Hours 2

Number of 
Participants

11 Number of Schools 11 Presentation Hours 2

Session Aims As a result of completing this workshop participants will: 
• Improve their knowledge of phonological and phonemic awareness 

and the skills students need to learn.
• Be able to administer the Rainbow Assessment Tool and understand 

the results of the assessment.
• Be able to identify targeted teaching goals from the results of the 

Rainbow Assessment Tool.
• Improve their awareness of current research in phonemic awareness 

and phonics teaching.
Summary of 
Feedback

Positve feedback from all. Teachers very eager to trial the use of the tool 
and felt it would be of great benefit to their teaching and student outcomes.
“Very informative, interesting, informative and worthwhile, Excellent, 
knowledgeable presenters, very thorough and detailed, approachable 
presenters.”
Overall comments were highly positive regarding the informativeness and 
usefulness of the information presented and the assessment tool itself.
“Very clearly explained and thank you for introducing an easy to use 
assessment tool.”

Future Adjustments None at this time.

Feedback Average out of 4

PL – FA1.2: Extent to which this professional learning has increased your 
knowledge and understanding of how students learn

3.1

PL – FA2.1: Content and Teaching Strategies of the teaching area 3.3
PL – FA2.2: Content Selection and Organisation 3.2
PL – FA3.3: Use Teaching Strategies 3.4
PL – FA3.4: Select and Use Resources 3.5
PL – FA1.5: 3.7
PL – FA2.3: 3.9
PL – FA5.1: 3.7
PL – FA5.4: 3.8

Usefulness
Topic

Usefulness
Information

Usefulness
Strategies

Usefulness
Resoruces

Prior 
Knowledge
/10

Post
Knowledge
/10

Confidence
Rating
/10

Av. score 
(4)
3.8

3.8 3.6 3.8 4.8 9.1 9.0
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Name of Session Phonemic Awareness vs Phonemic Proficiency. What’s the Difference?
Presenters Stacey Keyser
Location Geraldton Primary School
Number of 
Participants

24 Number of Schools 6 Presentation Hours 2

Session Aims As a result of completing this workshop participants will: 
• Understand what phonemic awareness is and what key skills need to 

be taught.
• Understand the important role that early phonemic awareness plays in 

learning to read and spell.
• Improve knowledge of the current research in teaching phonemic 

awareness.
• Have a greater ‘kit’ of activities and strategies to teach phonemic 

awareness and phonics.
Summary of 
Feedback

Feedback positive. Participants liked the idea of having the students 
perform more oral-based phonological tasks to improve their reading, in 
particular oral phoneme manipulation tasks. 

Future Adjustments Differentiate presentation more for EAs. More time needed to demonstrate 
the teaching phase of the skills and more time for participants to practice. 

Feedback Average out of 4

PL – FA1.2: Extent to which this professional learning has increased your 
knowledge and understanding of how students learn

3.1

PL – FA2.1: Content and Teaching Strategies of the teaching area 3.2
PL – FA2.2: Content Selection and Organisation 3.1
PL – FA3.3: Use Teaching Strategies 2.9
PL – FA3.4: Select and Use Resources 2.8

Usefulness
Topic

Usefulness
Information

Usefulness
Strategies

Usefulness
Resoruces

Prior 
Knowledge
/10

Post
Knowledge
/10

Confidence
Rating
/10

Av. score 
(4)
3.6

3.6 3.5 3.2 6.6 8.2 8.2

Midwest Education Region
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